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Kentucky is well known for its education reform efforts; the Kentucky
Postsecondary Education Improvement Act of 1997 ushered in an era of intense focus on
higher education in the Commonwealth. Specific and measureable goals for each sector
of the state’s higher education institutions were included in the legislation; however,
goals set for the comprehensive universities were less well-defined than those for both
the research institutions and the community and technical colleges. Through an analysis
of changes in capacity and mission, this study identified the ensuing contributions of
Kentucky’s six comprehensive universities as they addressed the goals of the landmark
reform. Resource dependence theory provided the study’s framework and helped to
interpret the results. Each of the comprehensive institutions met the defined goals of the
reform by housing at least one nationally recognized program. These universities also
experienced mission change in response to the shift in their environment as evidenced by
increased enrollment and award of degrees to students from inside the state and a higher
percentage increase from outside Kentucky. Further supporting mission change was the
increased number of approved baccalaureate and master’s degree and certificate
programs.

xi

Chapter 1: Introduction
Prompted by rising enrollments and the corresponding expansion and growth of
college campuses, the increasingly vigorous rivalry for resources among institutions, and
the growing tendency of state government to extend its regulatory reach, states have
actively endeavored to reform their public postsecondary education institutions since the
1980s (McLendon, 2003, 2007). Kentucky is well known for its higher education reform
efforts; the Kentucky Postsecondary Education Improvement Act of 1997 (KPEIA) had
an overarching goal to increase the postsecondary educational attainment levels of
Commonwealth citizens. Specific and measureable goals for each sector of the state’s
higher education institutions were included in the legislation; however, the goals set for
the comprehensive institutions were less well-defined than those for both the research
institutions and the community and technical colleges. Through an analysis of changes in
capacity and mission, this study identified the ensuing contributions of Kentucky’s six
comprehensive universities as they addressed the goals of the landmark reform.
A central theme of the KPEIA, commonly referred to as House Bill 1 (HB1), was
implementation of a statewide strategic plan, matched to appropriate funding, that
targeted raising the number of postsecondary education degrees held by state residents.
This goal of increasing the level of educational attainment was intended to provide the
better-educated and prepared workforce needed to attract and keep employers,
subsequently enhancing the economic development of the state. A strong economic base
would thereby serve as a means of improving employment opportunities and quality of
life for its citizens. An additional inter-related primary goal was to increase the
1

institutional capacity to produce this better educated citizenry. These capacity-building
goals, as designated by the legislation, included improving the national research rankings
of the University of Kentucky and the University of Louisville. Another goal to increase
capacity was creation of a comprehensive community and technical college system to
better prepare constituents for both workforce skill development and for access to
baccalaureate programs. Capacity-building goals for the comprehensive universities
(Eastern Kentucky, Kentucky State, Morehead State, Murray State, Northern Kentucky,
and Western Kentucky Universities) included cooperating with other institutions to
enhance access and quality (McGuinness, 2008). Additionally, the KPEIA specified a
goal that each of the six comprehensive universities would establish and house “at least
one nationally-recognized program of distinction or one nationally-recognized applied
research program” (para. 2) in support of the needs of their regional communities with
“direct application of research results” (para. 4). These Programs of Distinction (POD)
were evaluated based on student outcomes, distinction and performance of faculty,
external validation, and the economic and educational impact (Kentucky Council on
Postsecondary Education, 2007b). Passage of the Kentucky Adult Education Act in 2000
amended HB1 by adding a goal of efficiently addressing the educational needs of the
adult citizens of the Commonwealth.
Arguably the single most significant consequence of the legislation was the
creation of the Council for Postsecondary Education (CPE), a coordinating body charged
with providing guidance, strategic planning, and oversight to all postsecondary education
institutions within the state. The Council’s influence was strengthened by its position as
2

an intermediary between institutions and the legislature for biennial higher education
budget requests. Further enhancing the CPE’s power was its control of designated
strategic funding programs to be allocated among Kentucky’s postsecondary education
institutions. The CPE replaced the Council on Higher Education, that “was not sought as
the principal source of advice on strategic budget issues by the governor and General
Assembly and was perceived as being unable to counter the political influence of the
University of Kentucky and comprehensive universities” (McGuinness, 2008, p. 100).
While the reform efforts continue, the goals for the state’s land grant institution
(University of Kentucky) and the designated metropolitan research institution (University
of Louisville) have been targeted with specific programs and funding and “significant
progress” has been attained (McGuinness, 2008, p. 104). A massive statewide
reorganization resulted in the consolidation of the community and technical colleges into
one unified system, the Kentucky Community and Technical College System (KCTCS).
Adults are being reached through variously funded programs designed to assist with
access and delivery and to encourage them to begin or return to postsecondary education.
However, the goals for the state’s six comprehensive universities were not as clearly
defined by HB1 and have not received the same level of attention in the years since
passage of the bill.
In addition to the goal of housing a nationally recognized applied research
program or a nationally recognized program of excellence, the comprehensives were to
collaborate with the other Kentucky postsecondary institutions to ensure access for all
Kentuckians with quality programming at or above the national average. Unlike the
3

reform goals for the two research institutions and for the community and technical
colleges, only the stated goal of housing a nationally recognized program was easily
quantified for the comprehensives.
Identifying the role and mission of the (regional) comprehensive universities was
cited in the 2002 National Center for Higher Education Management Systems
(NCHEMS) review of the Kentucky reform effort as “one of the least developed elements
of HB1.” The author went on to say:
The name regional conveys a sense of local and parochial, whereas the intent of
HB1 was that these institutions should be nationally competitive, contributing
through the Commonwealth in areas of strength, but having a special mission to
link with their regions. (McGuinness, 2002, p. 12)
In a subsequent report based on a 10-year review of the reform (McGuinness, 2008),
lawmakers were urged to clarify further the capacity-building goals of comprehensive
universities to include an emphasis on regional stewardship. Also emphasized was the
need to critically evaluate those funding models that increase competition for state funds
and other resources among the comprehensive universities, research universities, and
community and technical colleges, rather than improve cooperation and collaboration.
McGuinness (2008) further noted that meeting institutional capacity-building
goals was hampered by low productivity (i.e., Kentucky produces relatively fewer 4-year
degrees than comparably funded states). Although there are many facets to the problem
of meeting goals for productivity and capacity, McGuinness identified a need for more
effective use of resources in the production of degrees. He stressed that public funding
4

must be consistent and that more cost efficient measures are needed. Additionally, he
called for more collaboration and less competition among the state’s comprehensive
schools.
Purpose of the Study
The purpose of this study was to present the comprehensive universities’
contributions to the goals of the KPEIA as determined through analysis of data related to
changes in capacity and mission. Indicators such as the type of PODs created, the extent
of collaboration and cooperation among institutions, and the number of degrees awarded
addressed how well they responded to the capacity-building goals set for the
comprehensive universities. The evaluation of enrollment demographic data, types of
programming (i.e., number of discrete degree programs), and methods of program
delivery (i.e., full-time, part-time, distance) addressed changes in mission experienced by
these institutions. This research used the theoretical framework of Resource Dependence
Theory (RDT) to aid understanding of the organizational behavior of these institutions
within the reform environment.
Research Questions and Methodology
This study sought to identify and describe the ways in which Kentucky’s
comprehensive universities have responded to the KPEIA; to that end, the following
research questions were posed:
1. How have Kentucky’s comprehensive universities supported postsecondary
reform which began with the Kentucky Postsecondary Education Improvement
Act of 1997?
5

(a) Did each comprehensive university achieve the goal of housing a
nationally ranked program of distinction?
(b) What collaboration and cooperation among institutions was
accomplished?
(c) To what extent did the number of bachelor’s degrees awarded increase
since the reform?
2. What changes in mission have Kentucky’s comprehensive universities
experienced since implementation of postsecondary education reform, particularly
in regard to whom they serve and through what programs?
(a) In what way have student demographics changed since the reform?
(b) In what way has programming at the comprehensive universities
changed since the reform?
(c) In what way have the types of program delivery changed since the
reform?
The reform of Kentucky’s postsecondary education system presented the
institutions with new dynamics for interrelationships; collaboration and cooperation were
expected and rewarded with both new and reallocated resources. The introduction of the
coordinating body, the CPE, also modified accessibility to resources by adding a layer
between institutional presidents and the legislators relative to funding and setting of
tuition and enrollment management standards. RDT was used to address the significance
of these resource and dependency factors to postsecondary education institutions in the
wake of KPEIA implementation. RDT suggests the ways that acquisition and control of
6

resources translate into power and potential success for an organization, differing from
most related theories that focus instead on how those resources are used (Pfeffer &
Salancik, 1978/2003).
For the purposes of this study of the post-reform environment, the framework
provided by RDT suggested that the six comprehensive universities will have expended
effort (e.g., altered their organizational structure, developed advantageous collaborations,
increased internal productivity) in order to maintain a balance of power as expressed by
their share of the available resources.
The data used in this study were collected from the Kentucky Council on
Postsecondary Education and U.S. Department of Education online databases and are
presented along with analysis and interpretation of how the postsecondary reform
influenced changes for the comprehensive institutions. Utilizing a post-positivist
epistemology (Creswell, 2009), pre- and post-reform data were evaluated and interpreted
within a framework of RDT. Significance testing was performed where suitable, using
chi-square tests of independence. This study offered a retrospective approach (i.e., a
simulation of a longitudinal study) and may be useful for comparison and planning in
Kentucky and for other states undergoing or contemplating reform.
Significance of the Study
Higher education is under increasing scrutiny about how it is meeting the needs
and expectations of both funding providers and the citizenry. It seems clear that higher
education is unlikely to grow, or even be sustained, as it currently operates. Asked to do
more with less, to pay closer attention to numbers that represent student success, and to
7

be the driver of economic growth via preparation for jobs, higher education must
acknowledge and adapt to these massive changes. While meeting these challenges they
must simultaneously grapple with growing competition from other postsecondary
education providers. The policy makers, administrators, and faculty who must steer the
future course of higher education in the United States face enormous challenges, and
reform measures will more likely represent the norm than the exception. Kentucky’s
sweeping reform of higher education, more than a decade ago, provided an excellent
opportunity to evaluate how those changes affected the contributions of a sector of higher
education over time. This particular sector of a state’s higher education system, the
comprehensive institution, traditionally ‘carries the ball’ by educating a substantial
number of students while also providing regional stewardship. However, the
comprehensives often do not receive the same attention (or funding) as the state’s
research-intensive and land-grant universities. This study sought to highlight those
institution’s contributions to the state, as demonstrated in Kentucky during the time
period of 1997 through 2010, as they sought to meet the goals of the reform initiatives.
The literature reviewed for this study suggested an inequity in the stated reform
goals relative to the six comprehensive institutions (Hager, 2003; McGuinness, 2002,
2008; Moore, 2006). While one specific goal for the comprehensives was clearly
identified (i.e., housing a nationally recognized program), the other goal of cooperating
and collaborating to enhance access and provide quality educational opportunities fell
short as a target that could be easily clarified or measured (McGuinness, 2008). This
study addressed the successful goal attainment for the one clearly identified and easily
8

assessed objective (i.e., housing a nationally ranked program of distinction). The bulk of
the data presented illustrated the changes in capacity and mission experienced by these
six institutions despite the dearth of clearly identified objectives.
Although previous studies (e.g., Crawford, 2007; Davis, 2001; Warren, 2008)
have provided updates on the various aspects of Kentucky higher education in a postreform context, there is a paucity of research focused on the six comprehensive
universities and their unique contributions to the state’s educational agenda. The greatest
number of studies focusing on the Kentucky postsecondary education reform addresses
the community and technical college consolidation (Mullins, 2007; Nicholson, 2007;
Warren, 2008; Zimmerman, 2010). The impact of the reform on student achievement and
persistence were evaluated by Reid (2007) and Crawford (2007). Historical reviews of
the political and power dimensions of the reform implementation were presented by Gam
(2005) and Davis (2001). Additional studies on support by administrators and faculty for
strategic planning in light of the reform were conducted by Nunez (2003) and Welsh,
Nunez, and Petrosko (2006). Overall reviews of the reform have been published through
the ensuing years (e.g., Kentucky Chamber of Commerce, 2007; McGuinness, 2002,
2008) as well as periodic reports of progress (e.g., yearly CPE accountability reports) and
each of these included the comprehensive institutions and their progress toward the goals
of the reform. However, none of the research that focused on the reform was specifically
targeted to the comprehensive universities’ role in meeting the reform goals. This study
addressed that particular gap in the knowledge base relative to comprehensive institutions
in a postsecondary education reform context.
9

The six Kentucky comprehensive institutions represent a significant segment of
those impacted by the reform. One indicator of their level of contribution is the
percentage of degrees and credentials awarded. In academic year 2009/10, the
comprehensives awarded 45.2% of the total degrees and credentials awarded by 4-year
institutions in the state, while the two research institutions (University of Kentucky and
University of Louisville) awarded 33.0% and the independent institutions awarded
21.8% for the same time period (Kentucky Council on Postsecondary Education, 2010b).
This research was inspired in part by a study conducted by Dr. Aims McGuinness, under
the auspices of the National Center for Higher Education Management Systems, that
evaluated the copious contributions of South Carolina’s teaching universities to the state
(National Center for Higher Education Management Systems, 2009). The South
Carolina teaching institutions are similar in scope to Kentucky’s comprehensives and,
like their Kentucky counterparts, also produced more baccalaureate degrees than any
other sector during the time period studied. Every state has the equivalent of these
institutions that provide the lion’s share of the degree production. Consideration of what
has been learned in order to maximize capacity of state institutions can be particularly
helpful in advancing the position of higher education as a critical resource for all states
and their citizens. This research expands understanding of how a particular sector of
higher education institutions (comprehensives) could potentially respond to reform goals
related to capacity building and mission.

10

Definitions of Key Terms
The following key terms are defined in relation to their use in this study:
1. Classification of Instructional Programs (CIP). A federal coding system that
provides a taxonomy for tracking and reporting fields of study and program
completions (U. S. Department of Education, 2011a).
2. Comprehensive (regional) university. A classification based on the Carnegie
system that indicates a master’s degree granting institution. Four of the six
comprehensive schools in Kentucky have since been approved to award
doctoral degrees (McCormick & Zhao, 2005). For the purposes of this study
the term “comprehensive” will be utilized throughout for consistency.
3. Comprehensive universities in Kentucky. Kentucky houses six comprehensive
universities, Eastern Kentucky University (EKU), Kentucky State University
(KSU), Morehead State University (MoSU), Murray State University
(MuSU), Northern Kentucky University (NKU), and Western Kentucky
University (WKU).

4. County, state, territory, or foreign country of origin. A designation by the
Kentucky CPE for reporting purposes that identifies the legal residence at the
time of first admission to the institution (Kentucky Council on Postsecondary
Education, 2010a).

5. Distance learning. Any for-credit instruction where more than 50 percent of
the delivery of instruction may utilize any or all of the following: print
material, e-mail, telephone, audio tape, video tape, television/VCR, satellite,
11

or computer for access to CD ROM, interactive video, Internet, or the Web.
The instructor must be physically separated from the students for the majority
of the term. This criterion excludes sessions that may be scheduled
individually, such as advising, labs, or testing. KTLN sections that originate
from campus are considered distance learning courses. (Kentucky Council on
Postsecondary Education, 2010a, p. 30)
6. First-time full-time student (FTFT). A designation indicating students who
are entering a university for their first traditional postsecondary education
experience (Kentucky Council on Postsecondary Education, 2011b).
7. Full-time student. Undergraduate students who are enrolled in at least 12
credit hours or graduate students who are enrolled in at least nine credit hours.
Credit hours from audited courses are included in this calculation (Kentucky
Council on Postsecondary Education, 2010a, p. 32).
8. House Bill 1 (HB1). Commonly used name for the Kentucky Postsecondary
Education Reform Act of 1997.
9. Kentucky Council on Postsecondary Education (CPE). Coordinating body
established by the KPEIA to lead the reform efforts through strategic
planning, oversight of tuition and fee structures and admission procedures,
producing biennial budget requests for funding public higher education
institutions, approval of programming, and collection of data (Kentucky
Council on Postsecondary Education, 2011a).
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10. Kentucky Postsecondary Education Reform Act of 1997 (KPEIA). Landmark
Kentucky legislation that principally established a coordinating body to
reform higher education, set goals for all state institutions, and created a
community and technical college network to facilitate increased
socioeconomic stature for its citizens (Kentucky Postsecondary Education
Improvement Act, 1997). Commonly referred to as House Bill 1.
11. Mission. An organization’s purpose and reason for existing. Key components
of a higher education institution’s mission typically include:


To what degree it will engage in research and public service



The level of degrees it is authorized to grant (associate’s,
baccalaureate, doctoral)



Student characteristics such as academic ability and geographic origin
(Jones, Ewell & McGuinness, 1998).

12. Mission change. Mission change will be defined in this study as a
modification of the amount and focus of research and service to the region, the
level and types of degrees awarded, and demographics of the students served.
13. Mission creep. The evolution and expansion of an institution’s mission over
time that can be attributed to factors ranging from leadership’s desire for a
legacy to meeting the demand of the service area economy (Longanecker,
2008; National Center for Public Policy and Higher Education, 2003).
14. Mission differentiation. Historically referred to the hierarchical designation of
higher education institutions (e.g., flagship research, normal or teacher
13

preparation, business and trade) and used to help define who was served and
in what way. The more modern use (i.e., approximately last 50 years) referred
to the expanded and more highly differentiated missions of schools in
response to the growing demand for better-educated citizenry and is often
purposefully employed to avoid inefficiency and program duplication within a
state (Longanecker, 2008).
15. Multi-institutional programs. A designation by the Kentucky CPE for
reporting purposes that identifies students who are enrolled in a joint,
cooperative, collaborative, or other multi-institution program and defined as
follows:
A program that involves resource sharing among multiple institutions
or organizations. All participating institutions share responsibility for
some aspects of the program’s delivery and quality. The appropriate
faculty and staff of each participating institution will agree on the
home school of enrollment for participating students, degree conferral,
financial aid, program delivery, the allocation of equipment and
facilities, provision of student services, assessment criteria, and the
general management of the program. (Kentucky Council on
Postsecondary Education, 2010a, p. 32)
16. Part-time student. An undergraduate student enrolled for less than 12 credit
hours per semester or a graduate student enrolled for less than nine credit
hours per semester (U. S. Department of Education, 2011b).
14

17. Programs of Distinction (POD). The KPEIA established a goal for the
comprehensive institutions to each establish either a nationally recognized
academic program or a nationally recognized applied research program
(Kentucky Council on Postsecondary Education, 2007b).
18. Resource Dependence Theory (RDT). Focuses on the power dynamics of
organizations within an environment. The three main components are the
material resources required by organizations (e.g., funding, labor,
information), the resource environment consisting of a network of other
organizations, and the tendency to simultaneously avoid overdependence on
other organizations while seeking to capitalize on the dependence of other
organizations (Pfeffer & Salancik, 1978/2003).
Summary
This chapter established the context for the research and summarized the study.
Chapter 2 presents the historical perspective of postsecondary education reform in the
United States and then, more specifically, in Kentucky. Included in the review of
literature is an overview of RDT, the theoretical basis used as a framework, and its
applicability to clarify the change in mission and capacity of the various institutions.
Chapter 3 provides a description of the methodology employed in identifying and
collecting the relevant data and statistical manipulation where appropriate. Additionally,
the limitations of the study are also presented. In Chapter 4, an explanation of the results

15

and the subsequent analyses are presented within the framework of RDT. The fifth and
final chapter provides additional interpretation of the findings along with
recommendations for policy, practice, and future research.

16

Chapter 2: Review of the Literature
This study proposed to identify and analyze those changes in capacity and mission
experienced by Kentucky’s comprehensive universities in a post-reform environment.
This chapter presents a review of the literature that established the context for higher
education reform as well as the implementation of reform in the United States and in
Kentucky was completed in preparation for this research. Additional literature was
reviewed targeting mission differentiation in higher education institutions. A review of
the framing theory, Resource Dependence Theory (RDT), and its applicability to use in
this study was also completed.
The Context for Reform
The higher education reform movement has been characterized as a shift in
legislators’ perceptions from provision of a public service to one of strategic investment;
less attention was paid to accessibility and allocation of resources among institutions and
more attention was placed on a return on investment to the economy and the needs of the
workplace (McGuinness, 1994). As recognition of the importance of postsecondary
education to states’ economies gained traction, particularly by legislators, the premises on
which the previous 30 years’ of policy decision were based began to be challenged.
Jones, Ewell, and McGuinness (1998) identified the characteristics of this old policy
framework as:


a focus primarily on public higher education institutions;



the use of regulations to manipulate the actions of institutions;

17



limiting the definition of potential higher education customers to recent
high school graduates;



assuming that most postsecondary education will be delivered on
campuses in face-to-face settings;



defining objectives in terms of degrees received or granted; and



acceptance of definitions of quality academic standards as provided by the
institutions.

According to Jones et al. (1998), the new paradigms for state policy decisions on
higher education must address the three groups consisting of individuals, employers, and
society at large. In the first of these identified groups are individuals who have unmet
basic skills needs. These individuals also comprise the greatest barrier to economic
development and, according to Jones et al. (1998), providing this education should come
from postsecondary education providers. Additionally, the potential postsecondary
education student is more likely to be ethnically and culturally diverse as well as
potentially lacking in basic skills competence. Further complexity in the population of
students seeking higher education comes as a result of the changing age distribution;
older students are increasingly more common and bring additional diversity to the
academy.
Legislators responsible for setting postsecondary education policy must meet the
needs of the second identified group, employers, in direct and indirect ways (Jones et al.,
1998). Employers are indirectly looking for graduates of the educational system who are
more highly educated than in the past and who have certification attesting to this higher
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level of proficiency. Employers are also directly looking to higher education institutions
to provide additional training in the form of continuing education for their employees.
The third group Jones et al. (1998) pointed toward as recipients of higher
education policy-making is society as a whole. As with other paradigm shifts of
governmental focus from a national responsibility to a local or regional responsibility, so
too has the focus shifted for provision of postsecondary education.
Despite the unique educational culture created by each of the 50 states, the most
commonly used patterns of policy making include developing and implementing policies
in order to influence “mission, program approval, and geographic service areas largely to
limit institutional competition and to avoid unnecessary duplication of program and
services” (Jones et al., 1998, p. 8). Jones et al. (1998) further noted that states try to
limit competition for resources between their postsecondary institutions and to “curb the
inevitable drift of missions away from undergraduate teaching toward the research
university” (p. 9). The authors concluded that these types of policies create monopolies
of individual universities by giving them a “more or less exclusive market within a given
area” (p. 9).
In addition to setting policy to control mission and programmatic approval, state
governments focused on allocating governance of higher education to established
hierarchies (i.e., coordinating or governing bodies), prescribing regulations governing the
institutions, creating incentives to reward achievement of established goals, and setting
standards of accountability (Jones et al., 1998). Additionally states set policy that
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established requirements for reporting (e.g., information databases for decision making),
and setting public agendas to reflect public priorities.
Nationwide a new model of accountability has been emerging for institutions of
higher education, moving away from a paradigm of education run like a public utility,
with basic measures emphasizing equal accessibility for minorities and an avoidance of
duplication of programming. As states faced increasing budget constraints and as
performance measurement of higher education was portrayed in new ways (e.g., National
Center for Public Policy and Higher Education’s Measuring Up reports), a new paradigm
for accountability evolved from one of resource use and institutional processes to one of
results (Ewell & Jones, 2006; National Center for Public Policy and Higher Education,
2003).
The shift from evaluating primarily the efficiency of individual public institutions
to evaluating the state as a whole (including private institutions) helped focus the
accountability on citizens’ and state benefits attributable to higher education (Ewell &
Jones, 2006). The key indicators became educational attainment of citizenry as opposed
to number of postsecondary graduates and allowed evaluation by demographics such as
racial or ethnic group or geographical region. Another effect of the changing
accountability paradigm was realized as states began to connect results that aligned with
public policy to funding formulas. The shifting of states to a societal benefit focus
brought recognition that institutions are distinct and as such should be held accountable
for different things based on their capabilities. Uniform standards did not necessarily
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result in equitable treatment for all institutions and in some instances caused a loss of
mission focus (Ewell & Jones, 2006).
Performance of institutions relative to their productivity-based funding received
increased attention as state funding slipped and higher education leadership asked
themselves the question, “Are we productive relative to what?” (Kelly, 2009, p. 5).
Although a problematic question, legislators needed a way to measure the return on their
investment. This comparison was made more difficult due to a lack of measurements
capable of providing comparable results among different institutions with widely varying
missions.
Postsecondary education reforms emerged in states in many different ways but
commonly included new accountability parameters as well as a shift in funding models.
Public colleges and universities, who traditionally received funding based on enrollment
numbers, were now being asked to embrace incentive funding that rewarded schools for
meeting established criteria (e.g., graduation rates, educational quality, research
activities). The national trend of evaluating and reforming state higher education systems
extended into Kentucky in the late 1990s.
A linkage between Kentucky’s postsecondary education system and the state’s
low national ranking of per capita personal income was shown in the 1997 report
presented to the Task Force on Postsecondary Education, the Kentucky General
Assembly, and the citizens of the Commonwealth (Kentucky Council on Postsecondary
Education, 1997a). The Task Force chairman, and the driving force behind the call for
reform of the postsecondary system, was then-Governor Paul Patton. His vision of
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improved socioeconomic status for Kentucky residents centered on the need for increased
educational attainment of Kentuckians, particularly at the postsecondary level (Patton,
1997). The extensive report outlined the need for Kentucky to improve higher education
and research competitiveness in order to raise residents’ standard of living and position
the state to compete in an increasingly technical, global economy. Kentucky’s reform
efforts were further stimulated by a competitive disadvantage among states in literacy,
educational attainment level, research funding, and job creation (National Governors
Association Center for Best Practices, 2001).
Barriers to better quality of life and economic opportunities, particularly those
associated with higher education, were also outlined in the Task Force report (Kentucky
Council on Postsecondary Education, 1997a). One barrier identified was a lack of
structural linkage among postsecondary institutions and a statewide strategy for economic
improvement. Another barrier showcased was the disincentive nature of the current
funding model with indications that this further inhibited cooperation among institutions.
A lack of incentive to attain high educational quality as well as the deficit in research and
development was cited. The last barrier noted was a lack of strategy for implementation
of the technology needed bring 21st century efficiency to Kentucky’s postsecondary
education delivery. These barriers were detailed in the report and engendered the sense
of urgency needed to implement the sweeping change required.
The attention of the Governor and the Task Force, along with like-minded
citizen’s groups and legislators, laid the groundwork for passage of Kentucky’s
Postsecondary Education Improvement Act of 1997 (KPEIA), also referred to as House
22

Bill 1 (HB1), during a special session of the General Assembly in May 1997. Noted as a
session rife with heated debate, the result was “one of the most important votes in
Kentucky’s recent political and educational history, the General Assembly passed the
reform bill by a final vote of 25 to 13 in the Senate and 73 to 25 in the House of
Representatives” (National Governors Association Center for Best Practices, 2001, p. 3).
In response to the new legislation, and in an effort to establish a starting
benchmark, the newly formed coordinating body, the Council for Postsecondary
Education (CPE), published a status report in late 1997 (Kentucky Council on
Postsecondary Education, 1997b). In addition to outlining current statistics and standards
of accountability for each of the state’s postsecondary institutions, the report also
emphasized the significance of HB1and the required redefinition of higher education. A
key feature of the legislation was the use of the coordinating body (i.e., CPE) as the
principal point for accountability. This landmark reform enabled a significant paradigm
shift for state educators, legislators, and citizens as focus in Kentucky transitioned from
institutions to individual citizens and how postsecondary education could improve the
quality of their lives (National Governors Association Center for Best Practices, 2001).
Postsecondary Education Reform in the US
The educational attainment requirements of the 1960s United States job market
were adequately met with the one-quarter to one-third of adults who pursued
postsecondary degrees or certificates. Enrollment as a percentage of 25-29 year olds
continued to rise as the demand in the workplace rose from 11% in 1960 to 27.5% in
2000. As the Baby Boomers (born 1946-1964) approached college age it created
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increasing demand for higher education; 20 years after this boom came the subsequent
bust and both enrollments and budgets ceased their rapid growth. New markets were
developed and efficiencies were pursued in order to adapt to the change and in
recognition of the growing importance of postsecondary education to state economies
(Lingenfelter, 2007a). Recent projections indicated that postsecondary education will be
required by greater than 80% of the fastest growing job sectors (Bastedo & Gumport,
2003; Lingenfelter, 2007a; Watts, 2001).
Lingenfelter (2007a) proposed the notion that increasing access in order to
increase attainment would not be an adequate response and urged a “fundamental
transformation of expectation as well as improved instructional techniques and support
systems” (p. 2) to not only increase access but also reduce attrition and increase
productivity. He noted the negative reaction by American higher education to the
unfamiliar calls for reform but believed that competition for resources and rankings
among institutions inhibited system-wide attainment, productivity, and quality
improvement. Lingenfelter cited several predominant national reform movements that
were informing and influencing state strategies: (a) accountability, (b) assessment, (c) P20, (d) merit aid, and (e) the Changing Direction program.
Although accountability for higher education quality and productivity is not a
new concept, the public cry for improvement is gaining in intensity (Lingenfelter, 2007a).
While serving as Secretary of Education, Margaret Spellings promoted three themes for
higher education: increased access, improved affordability, and accountability
(Lingenfelter, 2007b). In a report recommending improved effectiveness of
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accountability for improved performance, the National Commission on Accountability in
Higher Education promoted the concepts of “explicit goals, shared responsibility, a
division of labor, rigorous measurement of outcomes, and shared accountability for
improvement” (Lingenfelter, 2007a, p. 4).
Related to the accountability movement, but with stronger ties to academics than
to politics, the assessment movement has been spurred on by accrediting agencies as
institutions are increasingly required to evaluate student learning. Lingenfelter (2007a)
noted a continuing tension between assessment for the improvement of student learning
and assessment for the improvement of instruction.
Fueled by an increasing percentage of students with higher education aspirations,
the P-20 movement provides a more seamless system of moving students from K-12
systems to postsecondary education institutions. This movement seeks to improve the
transition of students through focus on the curriculum of high schools, alignment of high
school and college placement assessments and admissions standards, data tracking
systems that provide feedback for policymakers and teacher training programs, and
statewide councils whose mission is to coordinate these types of activities (Lingenfelter,
2007a).
Merit aid, in the form of state-funded scholarships, is increasingly used to
improve participation rates and access, and ultimately to retain students within the state.
Georgia’s Hope Scholarship is an example of this type of program and Lingenfelter
(2007a) noted that by 2005 there were an additional 10 states with merit programs of this
type. Although responsible for reducing student migration to other states and an overall
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increase in the number of students who attend postsecondary education, the return on
investment for states is relatively low. The programs are popular but their growth is
slowing. Oklahoma and Indiana have introduced programs that combine incentives for
students who take rigorous courses and also have financial need in an effort to improve
on the efficiency of merit aid programs.
And finally, the Changing Direction program is focused on synchronizing the
interrelationships between tuition, appropriations, and financial aid to increase access and
attainment for “all students who should enroll” and to “assure that all qualified students
can afford to enroll and focus on academic achievement” (Lingenfelter, 2007a, p. 6). Of
the 14 states that participated in the program at its inception, several made dramatic
improvements in access and attainment by students.
Lingenfelter (2007a) provided an examination of several state reform initiatives
designed to provide public policies that balanced the triple goals of student attainment,
quality education, and productivity measures. One program reviewed by Lingenfelter
was the Illinois P*Q*P program (Priorities, Quality, Productivity), a plan launched in
1991 to review current state spending in order to point out resources that could be
recommitted from lower quality or priority activities to higher priority activities. The
initiative yielded successes in five years such as the reallocation of nearly $400 million
(representing more than 10% of Illinois state higher education appropriations) and
elimination and closure of substantial numbers of duplicative programs and departments.
These savings were then committed to undergraduate instruction improvements, salaries
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for faculty, technology and library resources, as well as other institutional-identified
priorities (Lingenfelter, 2007a).
Another example of state reform initiatives explored by Lingenfelter (2007a) was
the Oklahoma Brain Gain program. This 1999 plan was designed to increase bachelor’s
degree attainment of Oklahoma citizens from 20.1% to 28% and increase associate’s
degree holders from 5% to 10% of the adult population by the year 2010. Policy makers
in the state implemented several new initiatives aimed at improving college preparation,
improving participation and completion rates, as well as programs designed to retain
students in the state and attract college educated citizens from other states.
Improvements noted since the baseline year of 1996 included an increase from 20.1% to
22.4% of Oklahoma adults who have been awarded a bachelor’s degree (Lingenfelter,
2007a).
Lingenfelter (2007a) also reviewed the Dakota Roundtables, a 1999 program used
to reshape North and South Dakota public policy on higher education. These discussions
involved public and private sector representatives and have resulted in changes from
enrollment-level funding policies to funding that was allocated to mutually agreed upon
policy goals (e.g., updating technology, curriculum redesign). Additionally, the
roundtables provided the impetus to identify and implement strategic goals for higher
education in those two neighboring states.
The final state reform initiative covered by Lingenfelter (2007a) was Kentucky’s
Five Questions, One Mission program, a framework for outcomes monitoring for the
goals of the state’s 1997 postsecondary education reform. The initiative asks the
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following questions in order to measure progress achieved toward accomplishment of the
goals of the reform:


Are more Kentuckians ready for postsecondary education?



Is Kentucky postsecondary education affordable to its citizens?



Do more Kentuckians have certificates and degrees?



Are college graduates prepared for life and work in Kentucky?



Are Kentucky’s people, communities, and economy benefiting?

These questions also provided the framework for furthering the goals of the
reform through funding as a means of reward and encouragement. The 1997 reform of
Kentucky’s higher education system has already yielded several significant actions
including:


creation of an independent community and technical college system;



passage of the Kentucky Innovation Act of 2000 designed to improve research
and development and the commercial applications of higher education generated
knowledge;



passage of the Kentucky Adult Education Act of 2000 that allocated adult
education responsibility in the state to the CPE;



creation of the Kentucky Virtual University to improve access to instruction for
the state’s residents; and,



a significant increase in state appropriations for higher education (above the
national average).
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Although it seems unlikely that the educational attainment and quality goals established
for 2020 will be met, dramatic gains have been realized (Lingenfelter, 2007a).
While the examples of state postsecondary education reform provided here (i.e.,
Illinois, Oklahoma, North and South Dakota, Kentucky) and others are making
intermittent progress, Lingenfelter (2007a) warned that higher education will likely face a
more adversarial relationship with public leaders in the future as competing interests vie
for the available resources. He advocated that progress will require strong leadership,
enhanced information systems, a trans-institutional perspective, buy-in by stakeholders,
strategic planning, and a sense of shared commitment and rewards between education
leaders and public leaders.
Lingenfelter (2007b) evaluated the 2006 report, A Test of Leadership,
commissioned by Secretary of Education Margaret Spellings and compared it with the
1983 report, A Nation at Risk, commissioned by Secretary of Education T. H. Bell. His
analysis of these two landmark reports surmised that the nation has learned some
important lessons in the years between the two.
The first lesson learned was that in this global knowledge economy, United
States workers must have increased knowledge and skills and then they must be priced
competitively (wages) in order to vie with other countries. Citing the persuasiveness of
the Tom Friedman book, The World is Flat, Lingenfelter (2007b) pointed to the
significance of a truly global economy and noted the importance of acquiring advanced
education for a large portion of the population in order to retain industries (and their
capital).
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The second lesson identified by Lingenfelter (2007b) concerned the dangers of
complacency: despite a comfortable lead at the time of the 1983 report, the United States
ranked seventh among other countries in percentage of degree attainment among the 2435 year old population by the publication of the 2006 report. Additionally, although
China and India were not even mentioned in the 1983 report, these two high-population
countries now graduate approximately three times as many students as the United States.
This led to our loss of advantage in postsecondary education attainment over the course
of one generation and we risk falling even farther behind in subsequent years without a
renewed effort and focus.
The third lesson cited by Lingenfelter (2007b) was that what had been considered
an above-average educational level was now considered mediocre, making universal
postsecondary education essential for all developed countries. “Now, the average
American must have the knowledge and skills formerly needed by only the top 20 percent
of students. In developed countries, universal postsecondary education has become
essential for individual and national prosperity” (Lingenfelter, 2007b, p. 14).
The fourth lesson was that progress in educational change is both slow and
difficult. Lingenfelter (2007b) noted that the first report (A Nation at Risk in 1983) was
not ignored; although 20 years of striving for improvement has helped, it has not been
enough in relation to simultaneous improvements by other nations.
The fifth and final lesson learned by the nation in the time between the two
reports was that despite working to better understand and identify issues for
improvement, we have not broadly implemented the changes identified in the 1983
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report. Lingenfelter (2007b) pointed to needed changes in high school curriculum to
better prepare students for higher education, particularly in light of increased expectations
for a postsecondary experience; 80% of high-school sophomores believe they will get a
baccalaureate degree. Lingenfelter (2007b) also stated that despite evidence “that good
teaching makes a difference” (p.14) and that we have data that supports what good
teaching is, we still have not broadly implemented the necessary changes to our system.
The 2006 report, A Test of Leadership (U.S. Department of Education), focused
on access, affordability, financial aid, student learning, accountability (and transparency),
and innovation. Lingenfelter (2007b) wrote that there was nothing new in this report
except the call for ending complacency. He asserted that not only will increased funding
be needed but also American higher education needed a change in how it sees itself and
performs its mission. Because states are the “owner-operators” of public institutions (i.e.,
they set college prep standards and policies, provide appropriations, determine pricing
and financial aid, appoint governing boards, etc.), they therefore have the primary
responsibilities associated with higher education reforms (Lingenfelter, 2007b, p. 15).
Lingenfelter recommended that states do the following: (a) establish statewide agendas
like in Oklahoma, Indiana, and Kentucky; (b) empower and fund statewide governing
boards to insure the agendas remain a focus; (c) address access through alignment with
K-12 and increase commitment to need-based financial aid as well as innovative systems
to deliver education to adults; (d) invest in and reward schools that increase their
productivity; and (e) encourage and support institutions as they focus on performance and
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outcomes (instead of reputation) in the key areas of participation, completion, student
learning, preparation, and affordability.
Convening shortly before the commission appointed by Secretary of Education
Spellings, the National Conference of State Legislatures Blue Ribbon Commission on
Higher Education found cause for alarm in the report they issued shortly after the
Spellings report in 2006. The group called for wholesale reform of higher education and
recommended that it be led by legislators who clearly define state goals and who “think
less about higher education as a private good and more about the contribution of a highly
educated society to the overall public good” (National Conference of State Legislatures,
2006, p. 11). Although the report criticized both federal and state lawmakers, the burden
of responsibility for higher education reform was laid at the feet of state legislators.
The report noted that higher education in America could no longer claim to be the
world’s best (National Conference of State Legislatures, 2006). Citing other countries’
willingness to prioritize higher education (and the funding that goes along with that
commitment), the report echoed the claims of the Spellings report (A Test of Leadership)
that the United States had lost its competitive edge. Additional critique from the Blue
Ribbon Commission decried the rising costs to students as a result of reduced state
funding and the declining access of low-income students to higher education, an issue
they suggested should be addressed by the federal government. Despite the report’s
contention that federal support was essential for creating a public dialogue, supporting
research, and making data available, the report made it clear that they believed higher
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education and its problems were a state matter. To that end the Blue Ribbon
Commission’s report made the following recommendations to state legislators:


Understand how past actions have contributed to current problems.



Make higher education a priority for your state legislature.



Rethink higher education policy as part of state economic development.



Improve knowledge and information about issues and solutions.



Take active steps to move your state forward. (National Conference of
State Legislatures, 2006, p. 3)

The need for state reform of postsecondary education was most keenly
experienced by state legislators in the poorest performing states, such as Kentucky.
Postsecondary Education Reform in Kentucky
Prior to the implementation of HB1, Kentucky’s higher education system
presented a dismal picture of low levels of educational attainment and retention rates,
high levels of adult illiteracy and dropout rates, barriers to students’ transferring from
community colleges to universities, and low graduation rates (McGuinness, 2002; Moore,
2006).
In an assessment of Kentucky’s higher education system prior to the reform,
McGuinness (2002) noted “a highly fragmented, uncoordinated and under-funded
network of community colleges, technical institutes, and 2-year programs at universities,”
(p.2) the absence of collaboration among the state universities, and poor rankings for the
research institutions. The review also cited several impediments faced by Kentucky prior
to the reform process such as a system rife with turf battles and the lack of statewide
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leadership focused on common goals and coordinated efforts. Additionally, the report
noted a failure to link with the statewide mission, a funding policy that was not linked to
a strategic agenda, no planning for technology, and financial aid planning that did not
connect to higher education planning.
The leader of one comprehensive institution in Kentucky, the president of
Northern Kentucky University (NKU), Dr. James C. Votruba, identified the importance
of aligning the goals and strategies of higher education with the public agenda (Votruba,
2006). He noted that for 150 years American universities earned public financial
assistance by supporting public priorities such as workforce preparation, fostering a
scientific approach to agriculture, working with national defense research, and creating
informed citizens. Votruba identified the intent of the 1997 postsecondary reform in
Kentucky as a way for higher education to enable residents to compete in the new global,
knowledge-based economy. Using the 1994 Collins and Porras book, Built to Last:
Successful Habits of Visionary Companies, as a model, he led NKU through a strategic
planning process that began with meetings between university leadership and both
internal (i.e., faculty, staff, students) and external (i.e., community) constituents. They
came away from this series of meetings with an understanding that aligning with the
public agenda necessitated much more from NKU than educating and training graduates
to improve economic growth and promote social progress. They were also expected to
aid in developing current businesses and recruit new regional businesses, provide a
knowledge base for public officials, assist nonprofit organizations, and provide a regional
base for discussions around difficult issues such as race.
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After defining the public agenda, NKU began aligning its campus to these goals.
The university’s administration focused on adopting a language to relay their
involvement in the community, made sure their leadership was prepared for a focus on
public engagement, realigned the infrastructure to support public engagement,
communicated that all academic units would be expected to support the mission, adapted
faculty evaluation practices to give credit for engagement work, budgeted funds to
support engagement, integrated engagement into planning and unit-level evaluation, and
adapted awards and recognitions to reflect their commitment (Votruba, 2006).
Votruba (2006) further suggested that accountability hinges on well-defined and
measureable goals, comparison to benchmarks, and identified timelines. He noted that
current comprehensive university accountability revolved around the production of
student credit hours as a measure of instructional productivity and procurement of grant
funding in lieu of research productivity. Votruba called for additional measures of
accountability that capture the value provided by service to and engagement with the
community.
Welsh et al. (2006) evaluated faculty and administrator support for strategic
planning within Kentucky’s postsecondary reform context. The researchers asserted that
the results are globally generalizable as nearly all institutions face reduced funding
combined with higher expectations for performance. The researchers posed the following
three questions: (1) Is there a significant difference in the level of support for strategic
planning between faculty and administrators? (2) What variables explain faculty and

35

administrator support for strategic planning? and (3) Do the data offer any implications
for facilitating additional support by faculty and administrators?
The researchers utilized survey research methods administered to sampled faculty
in Kentucky and in their results proposed two best practices that should help institutions
garner support for strategic planning. The authors recommended “an ethic of
participation in the planning and decision making processes at their institutions if they
intend to increase constituent support” (Welsh et al., 2006, p. 702). The data revealed
that the institution’s decision-making structure predicted strategic planning support.
However, while both faculty and administrators preferred a collegial model, faculty did
not believe it was being used beyond the departmental level. A second recommendation
by the researchers suggested that leaders keep the planning process visible. They noted
that, “Deans and department heads often fail to communicate the context, process and
outcomes of planning with faculty and other employees throughout the organization”
(Welsh et al., 2006, p. 703).
Strategic planning represents an increasingly critical factor as state funding
decreases and expectations for accountability increase. Welsh et al. (2006) reported the
need for universities to use sophisticated planning in order to meet goals of the
organization and the importance of support by both faculty and administrators.
Moreover, they affirmed that administrators are typically more supportive than faculty of
planning processes. State initiatives such as the KPEIA, designed to increase both access
and economic development, compel university strategic planners toward state policy
goals. The KPEIA outlined new missions for all institutions, consolidated the community
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and technical colleges, created trust funds to support targeted institutional missions,
constructed a virtual campus, and reconfigured the governing body to enhance the
restructuring efforts.
Definition and alignment of public policy with planning in postsecondary
education institutions was reiterated by Governor Patton and the 2000 Legislature as they
enacted the Kentucky Innovation Act. Designed to recognize that postsecondary
education is of critical importance to state economic development, this bill focused on
improving the state’s competitive status in the new knowledge-based economy and the
need for a partnership between lawmakers and higher education (Kentucky Innovation
Act, 2000; Moore, 2006; Patton, 2000). Key components of the legislation included (a)
creation of an Office of the New Economy with a focus on attraction of technologydriven business and industry to the state and assistance with development of Kentucky
companies, (b) completion of a state government entrepreneurial audit, (c) development
of a New Economy strategic plan, (d) increased funding for university research, (e)
funding for workforce training and workplace modernization, and (f) development of
rural Kentucky initiatives for growth (Patton, 2000).
Also adopted in 2000 was the Five Questions – One Mission program, a mission
statement focused on preparation, affordability, completion, and economic benefit to the
community that framed and guided the reform effort and established accountability
measures (Kentucky Council on Postsecondary Education, 2005; Moore, 2006). Another
program adopted in 2000 that contributed substantially to the goals of the reform was the
Kentucky Adult Education Act that provided a commitment by the state to improve both
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educational attainment and adult literacy (McGuinness, 2008). Additional policy changes
in the span since implementation of the KPEIA include the funding of scholarships based
on high school performance from lottery proceeds (Kentucky Educational Excellence
Scholarship or KEES) and the Bucks for Brains program that is a state match for private
donations aimed at encouraging research at universities (McGuinness, 2008).
The reports and analyses produced from 1997 to the present offer a picture of a
state reform worthy of attention. In an interview with then-U.S. Education Secretary
Margaret Spellings, reported in the Association of Governing Boards’ Trusteeship
magazine, she urged the states to focus on accountability and to “look at the example of
the University of Texas, the South Dakota Board of Regents, or the Kentucky Council on
Postsecondary Education” (Spellings, n.d., para. 5). Further evidence of Kentucky’s rise
to prominence as a reform state was seen as Kentucky’s Double the Numbers program
(an initiative to double the number of baccalaureate degree holders in the state by 2020)
was one of only six state actions highlighted by the National Conference of State
Legislatures Blue Ribbon Commission on Higher Education (National Conference of
State Legislatures, 2006). The willingness of the state legislature to fund the reform was
confirmed by examining the Grapevine project’s (Center for the Study of Education
Policy, n.d.) annual report of state appropriations dedicated to higher education. At the
time reform was initiated, Kentucky was ranked 24th in the FY 1997 amount per capita
devoted to higher education. By the 2008 fiscal year report, Kentucky’s appropriations
per capita had risen sufficiently to raise the ranking to number 11; however, budget cuts
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brought the FY 2009 ranking back down to 16 (Center for the Study of Education Policy,
n.d.).
An often-cited positive outcome of the KPEIA is reduced competition among
institutions once they were not forced to vie for resources. Proof of this collaboration
was offered in the 2003 Legislative Research Commission program review as legislators
cited the development of a joint baccalaureate engineering degree program by University
of Kentucky, University of Louisville, Murray State University, and Western Kentucky
University (Hager, 2003). Further evidence of collaboration was noted as Northern
Kentucky University’s agreement with various entities (e.g., Gateway Community
College, the private Thomas More College) to share resources such as libraries and
faculty.
A notable indication of progress as a result of the KPEIA is the increase in
enrollment. Prior to the reform, Kentucky had experienced a steady drop in
postsecondary enrollment since a peak in 1991 (McGuinness, 2002). After the reform,
system-wide increases in enrollment were in evidence (Hager, 2003; Kentucky Council
on Postsecondary Education, 2009).

Total enrollment reported in 1997 for the six

comprehensive universities (EKU, KSU, MoSU, MuSU, NKU, WKU) was 61,060
(Kentucky Council on Postsecondary Education, 2007). Enrollment reported for the
same institutions in 2010 was 75,327, an increase of more than 23% over 13 years
(Kentucky Council on Postsecondary Education, 2011c).
A 2002 review and update on Kentucky’s postsecondary reform (McGuinness,
2002) was prepared with the support of the National Center for Higher Education
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Management Systems (NCHEMS) at the request of a prominent Kentucky independent
nonprofit organization, the Prichard Committee for Academic Excellence. The report
noted several positive findings relative to the implementation of a strategic agenda that
encompassed long term goals and was aligned with state funding, continued statewide
educational reform, balanced reform efforts aimed at all levels of postsecondary
education students, and a focus on accountability (McGuinness, 2002). Calling the
progress “nothing short of remarkable,” McGuinness (2002, p. 4) identified the single
most significant change since implementation of the reform as the “change in
expectations and frame of mind – among students, parents, business and civic leaders,
postsecondary education leaders, and the Commonwealth’s policy leaders” (p. 4).
In his recounting of progress made in this 2002 review, McGuinness identified
several areas:


Increase in Kentucky’s per capita income (moving up in national ranking from
43 to 41)



Reduction in the percent of adult population (age 25 and over) with less than
high school diploma



Dramatic gains in percent of recent high school graduates attending college



Increased enrollment (19.9%) in Kentucky public postsecondary institutions



Increased adult enrollments



Increased number of residents earning a GED (McGuinness, 2002, p. 6)

Despite these improvements, the author raised several issues and concerns for the
future. McGuinness (2002) questioned whether the reform efforts could be maintained
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through bad economic times and during changes in leadership at both the CPE and the
state government. The report credits the achievements of the first five years in large
measure to the vision and determined leadership of then-Governor Paul Patton and his
executive team. He also questioned whether the public and the policymakers might lose
sight of the long-term changes still needed, particularly when the reforms have not yet
provided significant improvements in some targeted areas (i.e., degrees granted, retention
rates). Another concern highlighted in the report was the danger that university
presidents would return to a competitive posture and begin seeking additional funding
and contest decisions made by the CPE through “end runs” to politicians, that effectively
removes the most powerful tool (funding) that the CPE has to maintain a focus on reform
(p.10). Identifying the role and mission of the comprehensive universities was cited as
“one of the least developed elements of HB1” (p. 12). The report noted, however, that
the six comprehensive universities have actively pursued funding and increased
collaboration with economic development in their regions of responsibility.
One of the stated goals of Kentucky’s postsecondary reform effort clearly
expressed the need for the comprehensive universities to work cooperatively with one
another to ensure access to high quality bachelor’s and master’s education for all state
residents. Noting the 10-year mark of reform implementation, McGuinness (2008) wrote
that meeting the interconnected goals of increasing institutional capacity and raising
statewide educational attainment levels and per capita income were hampered by several
factors. Despite improvement in institutional capacity, the lack of coordination of student
movement through the state’s educational pipeline is illustrated by low high school,
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associate’s degree, and bachelor’s degree completion rates as well as low transfer rates
from the state’s community and technical college institutions into baccalaureate-granting
institutions (McGuinness, 2008). A lack of progress in educational attainment and the
resultant low number of college-educated citizens contributed to the difficulty in drawing
new business and industry to the state. Kentucky’s per capita income as a percentage of
the national average did not improve in the first 10 years since implementation of the
reform but also did not drop (as neighboring states’ did for the same period), identified as
a benefit of the reform by McGuinness (2008). Further hampering Kentucky’s progress
toward the reform goals was the lack of improvement in earnings for degree-holders as
compared to high school graduates. Net migration indicated an overall lack of progress
as the state gained new residents with high school diplomas or less, gained degree holders
in the 30- to 64-year-old range, and had a migration loss of 22- to 29-year-old bachelor’s
degree holders. Finally, McGuinness (2008) identified the mixed signals offered by the
state related to an educated workforce. Despite indicators that Kentucky current and
future employers desire more highly skilled workers, “the creation of highly skilled jobs
in Kentucky is not keeping pace with the production of highly skilled workers”
(McGuinness, 2008, p. 108). To summarize, McGuiness reported that in the first 10
years Kentucky had made some progress in educational attainment and income but that
progress was insufficient compared to the moving target that is the national average of
these indicators.
Although other reviews (Kentucky Chamber of Commerce, 2007; Kentucky
Long-Term Policy Research Center, 2007) of Kentucky’s progress at the 10-year mark
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indicated cause for cautious optimism, barriers to progress were also noted. In the
extensive report commissioned by the Kentucky Chamber of Commerce (2007), the
following barriers were noted:


A lack of alignment between high school graduation standards and the
expectations of readiness for postsecondary education



A need to develop linkages between postsecondary education institutions
and economic development to provide employment to an educated
populace



A steady drift away from alignment of reform goals with funding



An increasing affordability issue for part-time and adult students



A noted lack of productivity by higher education providers

The Kentucky Long-Term Policy Research Center (2007) also issued a brief
review summarizing progress made since the Kentucky Education Reform Act of 1990
(reform of Kentucky public education) and the KPEIA at the 10-year point and indicated
that although progress had been made, “the Commonwealth still has far to go in almost
every facet of educational attainment and achievement” (p. 1). The report did
acknowledge, however, “substantial progress, both in an absolute sense as well as relative
to the nation” (p. 1).
The Kentucky Chamber of Commerce (2007) report presented data that showed
that the state moved up in national rankings based on educational performance
benchmarks (e.g., national rank of age 25-64 with associate’s degree in 1990 was 46th and
improved to 40th by 2005; age 25-64 with bachelor’s degree improved from 48th to 47th;
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and age 25-64 with graduate or professional degree improved from 38th to 32nd ).
Progress was also indicated when measured against past performance (e.g., enrollment
increased 39.4%; degrees and other credentials awarded increased 23.4% at 4-year public
institutions and 193.0% at 2-year public institutions). These positive indicators were
balanced with caveats that Kentucky’s position remained significantly below the highest
ranking states and questioned whether institutions were making effective use of available
resources (Kentucky Chamber of Commerce, 2007).
In addition to reviews of progress, the 10-year anniversary of the KPEIA brought
publication of the Double the Numbers: Kentucky’s Plan to Increase College Graduates
initiative in October, 2007. With a stated goal of increasing Kentucky residents’ standard
of living to the national average by the year 2020, the program identified a doubling of
the number of baccalaureate degrees as the primary vehicle to accomplish economic and
social goals. The publication noted that without a renewed effort, Kentucky would not
reach the prescribed per capita income goals for another 154 years (Kentucky Council on
Postsecondary Education, 2007a).
The Double the Numbers program identified the following five strategies
necessary for goal attainment: (a) raise high school graduation rates; (b) increase GED
completion and transition those students to college; (c) enroll more students in the
community and technical colleges and transfer them to 4-year schools; (d) increase the
number of residents attending and completing college; and (e) attract and employ collegeeducated people to the state. The plan identified target completion goals for the year
2020 for each region of the state and the corresponding public and independent colleges
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and universities responsible for those regions. Published by the CPE (Kentucky Council
on Postsecondary Education, 2007a), the plan recognized the ambitious nature of the
identified goals and cited the need for both increased efficiency by educational
institutions as well as legislative focus on educational priorities and provision of stable
funding.
The most current strategic agenda put forward by the CPE in February 2011,
Stronger by Degrees, addressed postsecondary and adult education in Kentucky
(Kentucky Council on Postsecondary Education, 2011d). The introduction by the
current CPE President, Robert L. King, presented a summary of progress made toward
the goals of the KPEIA:
Today, more than halfway to the 2020 goals in HB1, Kentucky’s colleges and
universities have made impressive progress. Despite a more difficult fiscal
environment than in 1997, campuses have done more with less. More people are
more highly educated than at any time in Kentucky’s history. Postsecondary
institutions are more diverse, both in terms of enrollment and personnel. The
quantity and quality of research vital to economic growth and our nation’s health
are world class. And the community engagement manifest at each campus is
creating relationships and results that enhance quality of life and K-12 education
across the Commonwealth. (Kentucky Council on Postsecondary Education,
2011d, p. 3)
The strategic plan covers 2011 – 2015 and indicates a commitment to prioritize
and measure performance in the following four areas: college readiness; student success;
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research, economic and community development; and efficiency and innovation. The
plan was a collaborative effort between the CPE, campuses, business leaders, and state
agencies. The plan calls for provision of regular reporting to the Governor and the
legislature on status and notes the importance of appropriate funding in order to achieve
the strategic goals identified by the Commonwealth (Kentucky Council on Postsecondary
Education, 2011d). Legislative attention to prioritizing and funding higher education
necessitates an agreement of the mission of each public institution.
Mission Differentiation
Mission differentiation is an important concept addressed by state legislators as
they determine the optimal mix of institutional types and their focus that can be supported
by a public agenda. The concept of mission differentiation gained a foothold in higher
education during the 1950s and 1960s in conjunction with expanding enrollments.
Along with the more recent influx of accountability and effectiveness measures,
legislators from several states also focused on increasing the diversity of institutional
mission and streamlining the transfer process for their institutions of higher education
(Bastedo & Gumport, 2003). Consolidation of weaker programs and targeted funding of
stronger programs to maximize efficiency are pursued under the guise of reducing
duplication. Defining a public institution’s mission delineates the primary focus for the
school and must incorporate several different dimensions: what types and levels of
research, how much public service, highest degree awarded, types of programming
offered, and what types of students will be served (Jones et al., 1998).
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The task of identifying an appropriate mix of institutional types and their
corresponding mission typically lies with state legislators. The fact that institutions are
situated inside or outside of a particular legislator’s district can therefore have an impact
on how the overall needs of the state are addressed. Because provision of higher
education impacts economic, social, and cultural indicators, “mission is actually a finance
issue and thus must be in sync with all other higher education finance policies – tuition,
appropriations, and financial aid policies” (Longanecker, 2008, p. 1). Mission
differentiation, since California’s 1964 Master Plan, has generally come to mean
identification as a community college, baccalaureate college/university, or a research
institution. Traditionally each state’s public institutions were identified within an
existing hierarchy consisting of preeminent research university, land grant college or
university, normal schools for teacher preparation, and business or trade schools for job
skills education. As need and demand for higher educational levels rose, and the research
universities were uninterested in serving increasing numbers of average citizens, the
normal schools began expanding their missions to offer additional baccalaureate degrees
and graduate degrees (with a reduced focus on research). These baccalaureate degreegranting colleges “became a new type of institution known as the comprehensive
research university” (Longanecker, 2008, p. 2). The comprehensive universities typically
also incorporate a regional focus in their missions. Not all changes of mission stem
solely from institutions’ desire to meet needs of their constituency; in some cases growth
from the addition of new programs is motivated by a desire for an increased share of the
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market (enrolled students), to aid in competition for faculty, and for prestige (Morphew,
1997).
The concept of mission creep (i.e., organizations adapt, expand, and develop over
time) manifests to some observers as a necessary evil and to some as a positive response
to community needs. Much of the broadening of mission that occurs is driven by
institutional interest in rising in the higher education hierarchy. Presidents and governing
boards desire a lasting legacy of their leadership and communities often develop new
educational needs (e.g., allied health fields are trending toward requirement of a
bachelor’s instead of an associate’s degree and doctorates rather than master’s).
Research on the U.S. institutional-type change during 1995-2006 indicated that a 64%
increase in research universities resulted in a 23% loss of comprehensive universities
(Longanecker, 2008). While the rationale for mission creep can be appropriate, the cost
to states in increased appropriations and to its citizens in increased tuition rates can also
be significant. As Longanecker (2008) noted, legislators engaged in mission
determinations must remember that “More costs more” (p. 3). It is incumbent upon
legislators to balance the inevitable mission creep with the overall needs of the state.
Noting that “institutional mission can easily come to reflect an institution’s
aspiration to grow in directions that do not meet the greatest public need,” (p.13) the
members of a higher education leadership and policy officials roundtable urged that state
governing or coordinating boards (such as the CPE) fulfill a vital role (National Center
for Public Policy and Higher Education, 2003). These boards provide a buffer from the
politics surrounding funding issues and also ensure that mission changes reflect the best
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interests of the state and not just the institution’s internal goals. The roundtable members
also pointed out that further consideration must be given to productivity measures in
respect to mission; certain productivity measures should not be used to measure
institutions against one another (i.e., degrees awarded may be vastly different depending
on the student type served; National Center for Public Policy and Higher Education,
2003).
Resource Dependence Theory
Framing this examination of the Kentucky comprehensive institutions since the
1997 postsecondary education reform is a theory with more than 30 years of continued
study and development in a broad variety of applications (Davis & Cobb, 2010; Hillman,
Withers, & Collins, 2009; Pfeffer & Salancik, 1978/2003). Resource dependence theory
(RDT) provided a predictive explanation for how these six organizations (Eastern
Kentucky University [EKU], Kentucky State University [KSU], Morehead State
University [MoSU], Murray State University [MuSU], Northern Kentucky University
[NKU], and Western Kentucky University [WKU]) would respond and adapt to the
changing environment created by the reform. Public higher educational institutions,
defense contractors, and health care are examples of organizational sectors that are more
dependent on government (that provides significant resources to them) and less
dependent on their outside suppliers, of which there are typically several available
(Pfeffer & Salancik, 1978/2003). This imbalance in the dependence on resource
providers allows government to impose policies and seek compliance such as the
compulsion to offer similar athletic opportunities to women as for men. In the example
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of the Kentucky postsecondary education reform, the enacted legislation significantly
impacted the environment (and the availability and methods of resource procurement)
within which the comprehensive institutions operate.
Overview. Foundational to the theory is how resource control and use translates
into power that in turn translates into survival, and the subsequent potential for success,
of the organization. Reform of the postsecondary education system in Kentucky created
changing dynamics and accessibility to external resources (e.g., funding, enrollment); the
central themes of RDT predicted that the universities were subsequently influenced to
examine their dependencies on and with the other schools in the state (Davis & Cobb,
2010; Hillman et al., 2009; Pfeffer & Salancik, 1978/2003).
According to Davis and Cobb’s (2010) review and explication of the theory’s
influence on the social sciences, it “is perhaps the most comprehensive in the scope of its
approach to organizations, combining an account of power within organizations with a
theory of how organizations seek to manage their environments” (p. 22). In another
review of the theory, Hillman et al. (2009) declared that RDT, on the 30th anniversary of
its introduction, “has become one of the most influential theories in organizational theory
and strategic management” (p. 1404). A summary of the concept by the originators
follows:
To acquire resources, organizations must inevitably interact with their social
environments. No organization is completely self-contained or in complete
control of the conditions of its own existence. Because organizations import
resources from their environments, they depend on their environments. Survival
50

comes when the organization adjusts to, and copes with, its environment, not only
when it makes efficient internal adjustments. (Pfeffer & Salancik, 1978/2003, p.
19)
The three primary elements of RDT focus on the material resources required by
organizations (e.g., funding, labor, information), the resource environment consisting of a
network of other organizations, and the tendency to simultaneously avoid
overdependence on other organizations while seeking to capitalize on the dependence of
other organizations on themselves (Greenwood, 2007; Pfeffer & Salancik, 1978/2003).
RDT emphasizes the importance of power as a motivator of organizations, the
significance of the social context, and the fact that organizations strategize in pursuit of
autonomy (Archibald, 2006; Davis & Cobb, 2010; Greenwood, 2007; Pfeffer & Salancik,
1978/2003). Because organizations engage in advantageous transactions to acquire
resources, they simultaneously create dependencies upon other organizations that may
not be so advantageous (Greenwood, 2007). The relationship between the acquisition of
resources, which may be scarce or controlled by other entities, and the organizational
behavior generated by unequal power exchanges (dependence) are at the core of the
RDT. Organizations adapt and change their strategies to reduce the uncertainty related to
resource flow created by the changing power dynamics between actors. Beginning with
an assumption that organizations operate in an inherently open system framework (i.e.,
one that continually interacts with its environment), equilibrium is achieved by accurately
gauging the environment (other organizations) and adjusting accordingly (Pfeffer &
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Salancik, 1978/2003). Researchers commonly use RDT to identify and explain those
types of organizational adaptations.
Central to the theory’s contributions is the concept that organizations try to
manage the level of mutual dependencies between and among organizations through
politically motivated, and not just economically motivated, actions. Hillman et al.
(2009), in their review of the conceptual development, research, and application of RDT,
highlighted an often-overlooked component of the theory that addresses how
organizations use political mechanisms in order to alter their environment to more
favorable conditions. Based on the research they reviewed, the authors indicated that the
more heavily dependent upon government an organization was, the more likely it was to
engage in political activity.
Central themes of RDT. In the (2003) reprinting of the theory’s seminal work,
The External Control of Organizations (Pfeffer & Salancik, 1978/2003), Jeffrey Pfeffer
identified three significant themes of the theory. His stated central theme of RDT was
that the social context (environment) of organizations matters when trying to understand
why organizational decisions are made (e.g., hiring, board member selection, alliances,
mergers). Pfeffer stated that less focus should be placed on the internal dynamics of the
organizations or the characteristics of leaders and instead called for more focus on
situations (environment) and the pressures and constraints that emanate from those
situations; organizations exist within networks of interdependence and social
relationships. Resources (financial, physical, information) are obtained from the
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organization’s environment and thus the organizations are potentially dependent on
external sources and these dependencies may be reciprocated or indirect.
Pfeffer continued his discussion of the major themes of RDT by noting that
although organizations are constrained by situations (environment), they can take action
(strategic choice) to reduce dependency and increase autonomy while in pursuit of
organizational interests. RDT introduced the new concept of “seeing organizational
strategy as focused not just on products and customers but also on suppliers and other
entities in the environment, including governmental organizations, that ultimately
affected the flow of resources to those organizations” (Pfeffer & Salancik, 1978/2003, p.
xii).
The final major theme of RDT, as outlined in the reprinting of the seminal work
(Pfeffer & Salancik, 1978/2003), was the significance of the construct of power while
seeking to understand both intraorganizational and interorganizational behavior. Social
power is integral to an organization’s focus on both dependence and interdependence.
RDT provided a shift to an emphasis on power rather than economic efficiencies as a way
to understand the motivations of organizations. The social space that organizations
occupy determines the amount of power and how interdependent the organization will be
(e.g., the government provides resources to many industries, such as defense contractors,
but it is less dependent on suppliers).
Foundational to RDT’s significance was the use of the theory to explain joint
ventures (JVs; e.g., alliances, research consortia, coordinated efforts) between two or
more organizations within the environment. RDT aids understanding of
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interorganizational relationships and partnerships by pointing toward how these
cooperative ventures help organizations gain resources and reduce uncertainty (Hillman
et al., 2009). Through their review of the literature on RDT, Hillman et al. (2009)
determined that “empirical evidence largely supports RDT research predictions regarding
JVs and other interorganizational relationships” (p. 1407).
Applicability of Resource Dependence Theory. Originally developed as an
alternative to economic theories seeking to explain interorganizational relations, RDT has
been widely used in the ensuing years by disciplines ranging beyond management and
sociology to healthcare, political science, and psychology. Pfeffer and Salancik’s (1978)
introduction to the theory, The External Control of Organizations, has been cited in the
Education literature 116 times over the first 30 years, indicating the suitability to the
discipline’s research as perceived by published scholars (Davis & Cobb, 2010). RDT has
been challenged due to its intertwined prescriptive and predictive elements, as well as the
outdated prescriptions in need of updating (such as co-opting a supplier by adding them
to the organization’s board or recommendations for diversification). However, the
“underlying theoretical approach of diagnosing the sources of power and dependence and
predicting when and in what direction organizations are likely to respond still yields great
insight into organizational behavior” (Davis & Cobb, 2010, p. 24).
RDT has been fruitfully utilized as the framework for such wide-ranging
educational research studies as


the prevalence of adding new degree programs in public higher education
institutions (Morphew, 1997);
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the mission differentiation of public and private community colleges (Askin,
2007);



the effects of government funding on new program development (Huisman,
1997);



the patterns of administrative differentiation in higher education institutions
(Tolbert, 1985);



the increasing involvement in transferring technology into revenue sources;
resource allocation in public research universities (Santos, 2007); and



the impact of a school’s financial context on student persistence (Titus, 2006).
The use of RDT to predict and explain the responses of the six comprehensive

universities (EKU, KSU, MoSU, MuSU, NKU, WKU) in this study is both useful and
appropriate. Each of the universities is a separate organization operating within the
environment comprising the other postsecondary institutions. The resources that they
must acquire (and control the use of) are often common within the environment (e.g.,
students, funding). The KPEIA provided goals for the comprehensive universities that
presented changes to the environment, such as the encouragement to collaborate among
themselves and improve productivity by reducing redundancy. The reform also posed a
sizeable change to the environment by the addition of two new organizational members,
the CPE and the KCTCS. The creation of the new coordinating body, the CPE, that
effectively modified how they were able to acquire a primary resource - state funding was
an important change to the environment. The consolidation of the state’s public
community and technical colleges into one large system also introduced an important
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new entity to the environment with which the comprehensive institutions were expected
to collaborate.
The framework of RDT helped explain how the six comprehensive universities
altered their organizational structure, approached collaboration, and improved
productivity as a method of acquiring and controlling resources in their efforts to
maintain a balance of dependency within the environment created by the reform.
Summary
Resources represented in this literature review established the context of higher
education reform in the United States and how that environment contributed to the
landmark reform of Kentucky’s postsecondary education system. Additional sources that
were examined illustrated the role of mission differentiation in institutions of higher
education. The studies reviewed were the most relevant to support the primary research
questions of what changes in capacity and mission the comprehensive universities
experienced since implementation of the reform
Chapter 3 will present a thorough examination of the research questions posed by
this study, the data collected, and the methods of analysis employed to answer those
questions.
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Chapter 3: Methodology
This chapter presents the research questions and data collection methods used
along with a discussion of the methodology and its appropriateness for use in this study.
The purpose of this research was to identify the contributions of the Kentucky
comprehensive universities (Eastern Kentucky University [EKU], Kentucky State
University [KSU], Morehead State University [MoSU], Murray State University
[MuSU], Northern Kentucky University [NKU], and Western Kentucky University
[WKU]) to the goals of the Commonwealth’s landmark postsecondary education reform.
Data collection, analysis, and interpretation of key indicators associated with the
universities’ responses to the changes formed the basis of this research study. Additional
insight was realized through data collection on two of these indicators from similar U.S.
institutions and the subsequent statistical analysis was used to determine the significance
of the Kentucky change.
Research Questions
In order to delineate the impact of the reform measures on the Commonwealth’s
six comprehensive institutions, the following research questions were posed:
1.

How have Kentucky’s comprehensive universities supported postsecondary
reform which began with the Kentucky Postsecondary Education Improvement
Act (KPEIA) of 1997?

2. What changes in mission have Kentucky’s comprehensive universities
experienced since implementation of postsecondary education reform, particularly in
regard to whom they serve and through what programs?
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Data Collection and Analysis for Research Question 1
The following sections provided detailed information about the research
questions, the data collected, and methods of analysis used to answer them. Also
included in each section were the rationales for choosing those particular indicators along
with a description of the anticipated outcomes.
The first research question asked how Kentucky’s comprehensive universities
supported the postsecondary reform and it was addressed by the collection of data that
answered three distinct sub-questions:


Did each comprehensive university achieve the goal of housing a nationally
ranked program of distinction?



What collaboration and cooperation among institutions was accomplished?



Did the number of bachelor’s degrees awarded increase since the reform?
Programs of Distinction. The first underpinning question was answered by

the collection of institutional final reports on programs of distinction and programs of
applied research that were created by the comprehensive universities in response to the
KPEIA. Reports on these programs were collected from the CPE and examined to
determine whether each of the schools achieved the stated goal for programs of
distinction as specified by the reform.
Collaboration. Data provided by the CPE to answer the second underpinning
question was related to the amount and level of collaboration and cooperation among the
institutions. Kentucky institutions provided the CPE with data on enrollment in multiinstitutional programs and it was anticipated that analysis of the data would provide
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insight into whether these cooperative agreements increased or decreased. An analysis of
the number of collaborative programs, pre- and post-reform, was planned but the data
were not available.
Degrees awarded. The third underpinning question, whether there was a change
in the number of bachelor’s degrees awarded since the reform, was addressed through
CPE data indicating the number of degrees conferred. These data were collected for the
academic years 1998/99 and 2008/09 in order to present a comprehensive pre- and postreform comparison. The number of 4-year degrees awarded for each of the six
institutions in each of the target years was presented along with the percentage rate of
change over the 10-year range. Additional data were collected from the U.S. Department
of Education’s International Postsecondary Education Data System (IPEDS) on
comparable universities nationwide (Carnegie Classification - Master’s Large). The chisquare test of independence was utilized to determine whether the rate of change for the
Kentucky comprehensives was significantly different from the national change.
Data Collection and Analysis for Research Question 2
The second research question asked what changes in mission Kentucky’s
comprehensive universities experienced since implementation of postsecondary
education reform, particularly regarding those students served and through what
programs?
This question was addressed by answering three underpinning questions:


Was there a change in student demographics since the reform?



Did programming at comprehensive universities change since the reform?
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Was there a change in the type of program delivery since the reform?
Student demographics. Data were collected that indicated the counties where

80% of first-time full-time (FTFT) students originated. These figures were then used to
help determine which of the counties provided the largest share of FTFT students to each
institution. The CPE data collected from the fall of 1998 and the fall of 2010 were then
compared to the geographic service area for each institution to indicate the extent to
which the comprehensives served their targeted regional constituency. This part of the
analysis was a replication of a portion of the NCHEMS report on the contributions of
South Carolina’s teaching universities to that state (equivalent to Kentucky’s
comprehensives; McGuinness, 2009). Additional analysis was accomplished through the
application of a chi-square test of independence to see if there was a significant change in
the counties most served by the comprehensive institutions.
Further clarification of the changes in student demographics was accomplished
through CPE-provided data on student enrollment by state and country of origin for two
pivotal points in time – the fall of 1998 and the fall of 2010. The results of these
enrollment numbers for each of the six comprehensive institutions designated students as
originating in Kentucky, some other U.S. state, or from a foreign country. Also presented
was the percentage of total enrollment each of these categories represented. For the
purposes of this study, the data were collapsed into two groups: Kentucky and NonKentucky residency. In order to determine the probability that these rates of change were
related to response to the reform rather than chance, the data were analyzed using a chisquare test of independence.
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Data that specified the award of degrees to Kentucky residents, other U.S.
residents, and for students who originated outside the country were collected from the
CPE to also help describe changes in student demographics. These data were divided by
level of degree (associate’s, baccalaureate, master’s) and both the number of degrees
awarded in academic years 1999/00 and 2009/10 as well as the percent of total degrees
awarded for those years. Although somewhat related to the previous data that identified
the origin of enrolled students, an evaluation of the award of degrees provided an
opportunity to differentiate between credentialing of Kentucky residents when compared
to non-residents. As with the residency of enrolled students, these three classifications
were condensed into two categories: Kentucky and Non-Kentucky. Chi-square tests of
independence were used to determine the likelihood that the rate of change was due to
chance.
Further student demographic data collected from the CPE related to the number of
students who transferred into the comprehensive institutions from KCTCS institutions.
The numbers of transfer students along with the percent of total enrollment represented
by those numbers was presented. Significance testing was performed on these two
groups as further analysis.
Programming changes. A second query helped to answer the research question
of whether the six comprehensive institutions responded to the reform with a change in
their mission. To address the changes in programming at the comprehensive universities
since the reform, data were collected from the CPE Comprehensive Database Guidelines
that indicated the number of certificate and credential programs approved for use by each
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of the six institutions in academic years 1997/98 and again in 2010/11. The number of
certificate and credential programs suggested how programming at the comprehensive
universities had been expanded and contracted as a result of the reform.
Through the presentation of data related to the number of available certificate and
degree programs it was possible to identify changes in programming brought about by
both CPE-forced reductions (duplicated programs) and in response to both the perceived
needs of the citizens and the desires of the organization for legitimacy. Further analysis
was accomplished through chi-square testing of the change in number of approved
credential types (certificate, 2-year, 4-year, or master’s degree) between the two time
periods studied.
Program delivery changes. The final underpinning question relating to mission
change focused on the methods of reaching and serving Kentucky’s traditional and nontraditional students. Data were collected from the CPE that indicated enrollment by type
(i.e., full-time, part-time) for the six comprehensive universities for the fall of 1998 and
the fall of 2010 to provide pre- and post-reform comparative figures. Enrollment and the
percent of total enrollment for each of the two categories were used to illustrate potential
change in the delivery methods. Additional analysis was performed by applying chisquare testing to determine whether the rates of change between the two (enrollment
status over time) were independent.
Because a portion of the post-reform distance learning data were deemed
unreliable by the CPE, three sets of data were evaluated in an effort to glean some
meaning about changes in distance learning during this time period. The data provided
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by the CPE identified the number of distance learning courses offered by each of the six
comprehensive institutions in 2005 and in 2010. The number of course offerings and the
percent of change were presented.
Because the data on distance learning courses were for only a portion of the span
of the post-reform years, additional data collection and analysis was conducted. Data on
student enrollment in distance learning courses were retrieved from the CPE Web site for
the period of the fall of 2003 and the fall of 2007. These data were presented along with
the percentage rate of change from the earlier to the later year. National data for a
similar, but not equivalent time period were collected from the National Center for
Education Statistics and used to compare the number of students enrolled in distance
learning courses in academic year 2003/04 and 2007/08. No statistical analysis was
possible for these analogous figures.
Methodology Rationale
In his recommended steps for the design of a research project, Creswell (2009)
suggested that the researcher must first determine his or her philosophical assumptions.
This study was approached from a post-positivist epistemology, or worldview: “a
deterministic philosophy in which causes probably determine effects or outcomes” (p. 7).
Creswell advocated that researchers who embrace this paradigm typically begin with
theory before collecting data in support or refute of the theory. To that end, this research
embodied the idea that some elements of the impact of the postsecondary education
reform in Kentucky could be measured and evaluated through use of the established
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theoretical framework of resource dependence. The post-positivist researcher, according
to Creswell, typically uses a quantitative approach to test or verify theories.
Since the data in this study were primarily composed of frequency counts,
reported changes in the data were tested for statistical independence using the chi-square
test. This test of nonparametric data provided confidence that the identified variables
were independent and had no relationship or that they were contingent in a statistically
significant way (Spatz, 2008).
This research provided an explanation for changes in capacity and contributions
of comprehensive universities after undergoing a statewide postsecondary education
reform. RDT provided a theoretical framework for the evaluation of these changes.
Limitations
One of the primary strengths of the methodology employed in this research was
the multifaceted approach used to answer the research questions. By using data that
ranged from lists of implemented programs to numerical evaluations of degrees awarded,
this study did not rely on any one or two isolated perspective(s). Unfortunately, this
same approach also contributed to a potential limitation of the study; the selection of
those particular descriptors was developed independent of established studies that might
have been used as a template. Due to the unique nature of the Kentucky reform
combined with the abundance of available data, the study incorporated several different
approaches in the service of answering the research questions.
Additional limitations existed in the form of potential validity issues. While the
measurements included in this research appeared to have good content validity (i.e., the
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right things are being measured and adequately cover the topic), the following related
areas remained of concern:
1. Any or all of the noted changes could have been related to other
environmental factors beyond the impact of the postsecondary education
reform
2. The selected date ranges might not have completely captured that change
attributable to the reform, particularly in some instances where data were not
available for the date ranges targeted by this study (i.e., distance learning
course offerings data not available until 2005)
3. The study was dependent on the researcher’s judgment in selection of data
points used for the analysis.
Additionally, the external validity (i.e., generalizability to other institutions and
states) was limited by the amount of time that elapsed since implementation of the
reform. It was likely that with the passage of additional time and the attendant policy
changes, the items evaluated in this study could have continued to change. For this
reason, this study should be conceptualized as a snapshot in time that was designed to
recognize and evaluate the unique contributions of these institutions to the goals of the
postsecondary education reform.
Summary
This chapter presented detailed information related to data collection,
manipulation, and presentation. Additional analysis of the six comprehensive
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institutions’ responses was enhanced though the collection of corresponding national data
and the application of significance and probability testing. Chapter 4 will present the
data and interpretations outlined in the preceding pages.
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Chapter 4: Findings
This study sought to identify the contributions of the Kentucky comprehensive
universities to the goals of the state’s postsecondary education reform. The first research
question asked in what ways the institutions supported the goals of the reform.
Answering that question was facilitated by a review of the implemented Programs of
Distinction (POD) and by an examination of the number of bachelor’s degrees awarded
to Kentucky residents and non-residents.
The second research question asked what changes in mission the six
comprehensive institutions have experienced in the years since the reform. This was
addressed by examining enrollment demographics related to student origin as well as
changes in programming type and format of program delivery. Each of the research
questions and the associated sub-questions were presented in individual sections below.
Institutional Response to Postsecondary Education Reform
In order to evaluate the response of the comprehensive institutions to the
sweeping reform act, the first research question focused on the ways that they supported
reform in the Commonwealth.
Research Question 1: How have Kentucky’s comprehensive universities
supported postsecondary reform which began with the Kentucky Postsecondary
Education Improvement Act (KPEIA) of 1997?
Programs of Distinction.

A sub-question used to address Research Question 1

asked whether the goal of housing a program of distinction at each of the six institutions
was met. As noted by the Kentucky Council on Postsecondary Education (2007b), one
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clearly stated goal of the reform for the comprehensives was to develop and launch a
nationally prominent program:
(d) Regional universities, with at least one nationally recognized program of
distinction or one nationally-recognized applied research program, working
cooperatively with other postsecondary institutions to assure statewide access to
baccalaureate and master’s degrees of a quality at or above the national average.
(p.1)
In a Quality and Accountability Policy Group report, the Kentucky Council on
Postsecondary Education (CPE; 2007b) noted that annual reports submitted by the
institutions affirmed that the goal of housing a nationally recognized program had been
met. Although noting that measurement of success was difficult, particularly in the
absence of “standards or thresholds for national prominence,” the staff report indicated
that “many, if not all, programs will be documented as having met the HB1 goals and indepth annual reporting may not be required following the 10-year report in 2008” (p. 2).
No CPE follow-up reports were discovered.
The nationally recognized Programs of Distinction for the six comprehensive
institutions were:


Eastern Kentucky University (EKU): Justice and Safety



Kentucky State University (KSU): Aquaculture



Morehead State University (MoSU): Institute for Regional Analysis and
Public Policy



Murray State University (MuSU): Telecommunications Systems
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Management


Northern Kentucky University (NKU): Center for Integrative Natural
Science and Mathematics



Western Kentucky University (WKU): (a) Applied Research and
Technology and (b) Media for the Twenty-First Century (Kentucky
Council on Postsecondary Education, 2007b, p. 1)

Resource dependence theory (RDT) identified three factors that contributed to
how organizations responded to demands and goals established by other groups within
the environment:


How important was the resource to continued organizational survival and
success?



How much discretion did the organization have over the allocation and use of the
resource(s)?



Were there alternatives or to what extent did the organization have control?

The goal of housing a nationally recognized program, which was established by the CPE
and tied to funding, lent itself to evaluation using this framework of RDT. Because the
resource of funding was of great importance to higher education institutions and since
this particular resource was tied solely to the discretion of another organization (CPE),
RDT helped predict that the goals of establishing a nationally recognized program of
distinction or applied research program would be met. Data and reports provided by the
CPE indicated that the identified goal of the reform for each of the six comprehensive
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institutions to house a nationally recognized program was met (Kentucky Council on
Postsecondary Education, 2007b).
Collaborative programs. An additional goal of the reform called for the
comprehensive universities to cooperate and collaborate in order to maximize access to
baccalaureate and master’s degrees by the state’s citizens. A basic premise of RDT, that
organizations would increase collaboration to the extent that an acceptable level of
interdependency is maintained, created the expectation that these institutions increased
the number of cooperative programs in the identified time period.
Institutional reporting to the CPE included data on enrollment in multiinstitutional programs. Unfortunately, as a result of changes in the way the data were
collected over time, the information reflecting collaborative and cooperative programs
were deemed unusable for purposes of this study.
Bachelor’s degrees awarded. The third data set used to help answer the
question of how the comprehensive universities responded to the goals of the reform
related to the number of degrees awarded. A core objective for the extensive
postsecondary education reform was to increase the number of degrees produced. Data
collected from the CPE for 1998/99 and 2009/10 are shown in Table 1 and indicated a
28.7% increase in bachelor’s degree production by the six comprehensive universities
over those 11 years. In comparison, the national increase in bachelor’s degrees awarded
for the same period (1998/99 to 2008/09) at public 4-year Master’s Large institutions was
31.5 % (U.S. Department of Education, 2011c).
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Table 1
Bachelor’s Degrees Awarded by Kentucky Comprehensive Universities
and U.S. 4-Year Public Master’s Large Institutions
Number 4-Year Degrees
Awarded
1998/99

2008/09

EKU

1762

2128

10 Year
Change
20.8%

KSU

193

184

-4.7%

MoSU

911

930

2.1%

MuSU

1057

1542

45.9%

NKU

1163

1836

57.9%

WKU

1909

2382

24.8%

Total KY

6995

9002

28.7%

215970

284010

31.5%

Institution

U.S. Comparable
– Non-KY

Although the combined percentage increase was less than the national increase, it
was impossible to determine the number of degrees that might have been awarded
without the impetus of the legislation. RDT suggested that the effectiveness of
organizations determines whether they will survive and that this struggle for survival is at
the crux of all decision making by organizational leaders. Although effectiveness in
higher education is a multi-faceted concept, one measurement benchmark often used is
number of degrees granted. The acquisition of resources is a key element of RDT (as
opposed to the efficient use of those resources) and this study evaluated the number of
baccalaureate degrees granted by comparing the percentage of change over time
compared to percentage of change for the similar time for comparable U.S. institutions.
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Using RDT and the goals of the Kentucky reform as a basis, this researcher expected that
the percentage of change in increased baccalaureate degrees awarded in Kentucky by the
six comprehensive institutions was significantly higher than the percentage of change in
degrees awarded at other public 4-year Master’s Large institutions.
Results of the chi-square test for independence indicated that no statistically
significant relationship existed between the increase in bachelor’s degrees awarded by the
total of Kentucky comprehensive universities and the increase in bachelor’s degrees
awarded by comparable U.S. institutions for the same time period, 2 (1, N = 515,977) =
0.00, p = .96.
Also of note were the two institutions that exceeded the national average for this
time period (MuSU, 45.9% and NKU, 57.9%). The two institutions that produced the
greatest number of baccalaureate degrees during this time posted a similar percent of
change (EKU, 20.8% and WKU, 24.8%).
In summary, Research Question 1 asked in what ways the comprehensive
institutions supported the goals of the reform and the data indicated two primary
methods:


Each of the six universities established a nationally recognized program (POD)



Bachelor’s degrees awarded by the comprehensive universities increased 28.7%
in the 10 years studied (1998/99 and 2008/2009) but was not statistically different
from the national increase for that same time period.
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The first research question aided with understanding of how the comprehensive
institutions contributed to the goals of the reform. Additional information was sought
through a second research question that asked how the Kentucky comprehensive
universities contributed via mission change.
Institutional Mission Change in Response to Postsecondary Education Reform
Research Question 2: What changes in mission have Kentucky’s comprehensive
universities experienced since implementation of postsecondary education reform,
particularly in regard to whom they serve and through what programs?
The second research question was addressed through an evaluation of enrollment
demographics (Where did the comprehensive universities get their students?),
programming types (How were student needs being met?), and program delivery methods
(Did accessibility change?).
Student demographics. In order to address the question of how these
universities’ missions might have experienced change in response to the reform, an
examination of student demographics was conducted. Demographics included in this
study were the following: (a) the county of origin from which each of the comprehensive
institutions drew 80% of new full-time students; (b) residency of enrolled students; (c)
degrees awarded by student residency; and (d) number of students who transferred from
Kentucky Community and Technical College System (KCTCS) institutions into one of
the six comprehensive institutions.
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As part of the postsecondary education reform, the universities were expected to
particularly service those counties assigned to each of the public 4-year institutions as
illustrated in Figure 1. The intent was not exclusivity but rather to assign responsibility,
ensuring that the needs of each county’s citizens were met.

Figure 1. Areas of geographic responsibility for Kentucky public 4-year
postsecondary institutions. Flags represent the location of each labeled university.

In order to assess whether the six comprehensive institutions were serving
different counties in 1998 and 2010, data were collected on first-time full-time (FTFT)
students and details are available in Appendix A. Totals presented in Table 2 indicate the
counties of origin for 80 % of the FTFT students enrolled in each university.
These results were examined in the context of RDT and the potential for intrauniversity competition for resources (i.e., students, funding), and the subsequent need for
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these organizations to reach beyond their designated service area. It was expected that
the counties served within an institution’s service region would remain the same or
increase and that counties served outside their service region would increase.

Table 2
County of Origin for 80% of First-time Full-time Students
1998

2010

Number
Counties
Within
Service
Region

Number
Counties
Outside
Service
Region

Number
Counties
Within
Service
Region

EKU

16

18

13

16

KSU

4

3

5

3

MoSU

19

8

17

7

MuSU

11

6

10

7

NKU

2

0

3

1

WKU

17

9

13

10

Total

69

44

61

44

University

Number
Counties
Outside
Service
Region

Although the actual counties changed, the results revealed little change in number of
counties served within and outside of the designated service regions between the two
time periods. Logic would suggest that the institutions would respond to the
environmental changes by expanding their reach for resources (students) into other states
and countries. Contrary to expectations these universities did not increase Kentucky
student enrollment by drawing from beyond their designated regions. Results of chi75

square tests of independence for the group total indicated no significant change in the
proportion of counties served within or outside of the designated service areas, 2 (1, N =
218) = 0.20, p = .66.
Analysis of enrollment based on student residency (Kentucky or Non-Kentucky)
at the six comprehensive institutions was conducted. Individual institutions produced
varying rates of change on these measures between the fall of 1998 and the fall of 2010
as seen in Table 3.
Table 3
Enrollment by Kentucky or Non-Kentucky Residency
Institution

Place of Origin

Enrollment
Fall 1998

Enrollment
Fall 2010

n

n

%

%

EKU

Kentucky
Non-Kentucky

14103
1283

91.7
8.4

14129
2434

85.3
14.7

KSU

Kentucky
Non-Kentucky

1658
645

72.0
28.0

1483
1368

52.0
48.0

MoSU

Kentucky
Non-Kentucky

7234
1028

87.6
12.5

7490
1350

84.7
15.3

MuSU

Kentucky
Non-Kentucky

6564
2339

73.7
26.3

7410
3001

71.2
28.9

NKU

Kentucky
Non-Kentucky

8844
2955

75.0
25.1

10720
5026

68.1
32.0

WKU

Kentucky
Non-Kentucky

14749
2133

85.7
14.4

17099
3800

81.8
18.2

Total

Kentucky
Non-Kentucky

51152
10383

83.1
16.9

58331
16979

77.5
22.6

Note. A limited amount of missing student data was excluded.
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Both the individual institutions and the combined totals indicated an increased
percentage of students enrolled from outside Kentucky with a corresponding decrease in
Kentucky residents enrolled as a percentage of all enrolled students. The results of a chisquare test of independence indicated a significant difference between the proportion of
students with Kentucky residency and those with residency in other states or countries
over the studied time period, 2 (1, N = 136,845) = 681.09, p < .0001.
Further examination of student demographics was conducted that also related to
students’ place of origin. The number of associate’s, baccalaureate, and master’s degrees
awarded to Kentucky residents and non-residents over time was evaluated. In the
comparison of academic years 1999/00 and 2009/10, a decrease in both the number of
and overall percentage of associate’s degrees awarded to Kentucky residents by the six
comprehensive institutions was found and details can be seen in Table 4. Degrees
awarded to students with residency in other U.S. states and international students for this
time period was slightly decreased. The results of a chi-square test of independence
indicated no significant change over time in the proportion of resident versus nonresident students receiving associate’s degrees from Kentucky, 2 (1, N = 1692) = .54,
p = .46.
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Table 4
Associate’s Degrees Awarded by Kentucky or Non-Kentucky Residency
Institution

Degrees
Awarded
1999/00

Place of Origin
n

%

Degrees
Awarded
2009/10
n
%

Non-Kentucky
Kentucky

7
219

3.1
96.9

9
194

4.4
95.6

KSU

Non-Kentucky
Kentucky

23
48

32.4
67.6

6
31

16.2
83.8

MoSU

Non-Kentucky
Kentucky

15
122

10.9
89.1

16
135

10.6
89.4

MuSU

Non-Kentucky
Kentucky

7
24

22.6
77.4

2
10

16.7
83.3

NKU

Non-Kentucky
Kentucky

41
151

21.4
78.6

29
98

22.8
77.2

WKU

Non-Kentucky
Kentucky

16
257

5.9
94.1

35
199

15.0
85.0

Total

Non-Kentucky
Kentucky

86
780

9.9
90.1

92
644

12.5
87.5

EKU

Kentucky residents as a percentage of all students earning baccalaureate degrees
dropped by 1.8 percentage points for the same time period and institutional details can be
seen in Table 5.
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Table 5
Baccalaureate Degrees Awarded by Kentucky or Non-Kentucky Residency
Institution

Degrees
Awarded
1999/00

Place of Origin
n

Degrees
Awarded
2009/10
n
%

%

Non-Kentucky
Kentucky

222
1441

13.3
86.7

322
1802

15.2
84.8

KSU

Non-Kentucky
Kentucky

87
135

39.2
60.8

80
133

37.6
62.4

MoSU

Non-Kentucky
Kentucky

138
834

14.2
85.8

143
774

15.6
84.4

MuSU

Non-Kentucky
Kentucky

351
923

27.6
72.4

454
1081

29.6
70.4

NKU

Non-Kentucky
Kentucky

369
772

32.3
67.7

663
1325

33.4
66.6

WKU

Non-Kentucky
Kentucky

306
1447

17.5
82.5

490
2186

18.3
81.7

Total

Non-Kentucky
Kentucky

1473
5552

21.0
79.0

2152
7301

22.8
77.2

EKU

The corresponding 1.8 percentage point increase in degrees awarded to nonKentucky residents produced an additional 679 bachelor’s degrees. Results of a chisquare test of independence indicated a significant change in the proportion of bachelor’s
degrees awarded to students with Kentucky residency compared to the proportion
awarded to non-Kentucky residents, 2 (1, N = 16,478) = 7.71, p = .006.
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As the third analysis of residency of students receiving degrees from the six
comprehensive institutions, data on the number of master’s degrees awarded to Kentucky
and non-Kentucky residents were collected and presented in Table 6.

Table 6
Master’s Degrees Awarded by Kentucky or Non-Kentucky Residency
Institution

Degrees
Awarded
1999/00

Place of Origin
n

%

Degrees
Awarded
2009/10
n
%

Non-Kentucky
Kentucky

67
359

15.7
84.3

131
566

18.8
81.2

KSU

Non-Kentucky
Kentucky

4
19

17.4
82.6

19
35

35.2
64.8

MoSU

Non-Kentucky
Kentucky

41
247

14.2
85.8

69
292

19.1
80.9

MuSU

Non-Kentucky
Kentucky

165
288

36.4
63.6

221
412

34.9
65.1

NKU

Non-Kentucky
Kentucky

56
170

25.8
74.2

158
303

34.3
65.7

WKU

Non-Kentucky
Kentucky

91
420

17.8
82.2

241
609

28.4
71.6

Total

Non-Kentucky
Kentucky

427
1503

22.1
77.9

839
2217

27.5
72.5

EKU

There was a 5.4 percentage point increase in master’s degrees awarded to nonKentucky residents between 1999/00 and 2009/10. A chi-square test of independence
indicated this change was significant, 2 (1, N = 4986) = 18.25, p < .0001. Only one of
the institutions (MuSU) awarded a higher percentage of master’s degrees to Kentucky
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residents with a corresponding reduction in the percentage awarded to non-residents.
While the impetus of the reform was anticipated to increase the number of degrees
awarded to Kentucky residents, as with the other demographic information RDT
suggested that degrees awarded to non-Kentucky residents would increase
disproportionately as the institutions sought to increase their share of resources.
Additional demographic data for students served by the comprehensive
institutions were collected on the number of students that transfer from KCTCS
institutions and are presented in Table 7.

Table 7
KCTCS Transfer Enrollment by Institution
Institution

Fall 1998

Fall 2010

% of
Total
Enrollment

n

n

% of
Total
Enrollment

EKU

470

3.1

357

2.2

KSU

17

.7

55

1.9

MoSU

267

3.2

262

3.0

MuSU

294

3.3

320

3.1

NKU

47

.4

105

.7

WKU

288

1.9

441

2.1

Total

1383

2.3

1540

2.0

This new player on the field, KCTCS, was also a form of competition for
resources among the state’s higher education providers. The new organization within the
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Kentucky higher education environment created another dependency relationship that
required negotiation. Based on the premises of RDT, equilibrium in the number of
students who transferred from the KCTCS system (no significant rate of change) was
anticipated.
Despite the notable success of the KCTCS system (e.g., 93% increase in award of
associate’s degrees between 2000 and 2009; Kelly, 2011), and the reform’s intent to
seamlessly feed those students into the state’s baccalaureate-granting institutions, this
researcher’s expected results were observed. There were remarkably few changes in the
number or percentage of students transferring into the six comprehensive institutions
from this source for the time period evaluated. Results of the chi-square test of
independence revealed no significance, 2 (1, N = 7634) = .92, p = .34.
Types of programming. Various data were collected to answer the question of
how programming changes reflected a change in mission for the six comprehensives in
the post-reform environment. The data that were evaluated included the following: (a)
number of approved and available certificate and degree programs; (b) enrollment by
full/part-time status; and (c) distance learning enrollment.
In order to evaluate any change in programming through an increase or decrease
in degree and credential offerings, data were collected from the CPE Comprehensive
Database Guidelines (1997/98 and current online database). These guidelines detailed
the approved certificate and degree programs that were offered by each of the six
institutions in academic year 1997/98 and again in 2010/11 and are presented in Table 8.
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Table 8
Number of Approved Certificates and Degree Programs
Institution
EKU

KSU

MoSU

MuSU

NKU

WKU

Total

Academic
Year
1997/98

Certificates

Associate’s

Baccalaureate

Master’s

2

22

84

31

2010/11

28

18

104

43

1997/98

0

8

30

1

2010/11

0

6

32

6

1997/98

0

24

65

20

2010/11

0

8

50

26

1997/98

1

16

73

33

2010/11

2

11

79

37

1997/98

1

15

56

7

2010/11

62

10

62

22

1997/98

1

22

83

44

2010/11

46

23

102

57

1997/98

5

107

391

136

2010/11

138

76

429

191

According to Pfeffer and Salancik (1978/2003), competition increases
isomorphism. As the universities in this environment were potentially engaged in
competing for the same students, RDT predicted that they would begin to look more alike
in program offerings and mission. Although this researcher expected that some programs
were eliminated during this time period, analysis of individual programs using CIP code
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identifiers was outside the scope of this study. Therefore, the results presented were net
increases or decreases.
RDT suggested that organizations are components of a social system that required
them to be viewed as legitimate in order to survive, in order to facilitate acquisition of
resources, and especially in order to positively influence their ability to negotiate
dependency among organizations in their environment. The comprehensive universities
were expected to embrace the obligation to serve their regions, as opposed to sending
local students across the state for a particular degree. Therefore, an expected outcome of
this analysis was an increase in all types of programs despite the CPE focus on reducing
duplication. Overall increases were found in the number of unique certificate programs
(133 additional), baccalaureate programs (38 additional), and master’s degree programs
(55 additional). Only associate’s degree program offerings were reduced for the time
period (31 fewer). A chi-square test of independence was used to evaluate the probability
that these changes occurred by chance. The difference between the number of certificates
and programs approved for use in 1997/98 and in 2010/11 was significant, 2 (3, N =
1473) = 116.18, p < .0001.
Types of program delivery. Further data were collected to help answer the
question of how programmatic changes reflected changes in mission. Data were
collected on full-time and part-time enrollment at the six comprehensive institutions for a
pre-reform time period (the fall of 1998) and a post-reform period (the fall of 2010). This
researcher anticipated that an increase in part-time enrollment might indicate additional
focus on non-traditional students.
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Because the impetus was on increasing degree production in the state, the logical
presumption was that higher education institutions in Kentucky would need to look
beyond traditional students. This researcher expected that there would be an increase in
both part-time and distance learning enrollment as the comprehensives sought to better
serve non-traditional students.
The change in percentage of full-time and part-time enrollments overall was less
than 1% between the fall of 1998 and fall of 2010 enrollment periods and details are
available in Table 9. A chi-square test of independence indicated that the change in the
percentage of part-time versus full-time enrollment during the two years studied was not
significant, 2 (1, N = 136,879) = .28, p = .60. RDT helped to explain the changes in how
students were reached; organizations must respond to demands from their environment
but cannot survive if they respond to every demand from the environment (Pfeffer &
Salancik, 1978/2003).
The totals did mask some noteworthy individual institutional change. While
NKU and WKU experienced little percentage change in the number of part-time students
between the two evaluated years, both EKU and KSU experienced decreases and MoSU
and MuSU posted increases in the percentage of enrollment by part-time students.
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Table 9
Enrollment by Full/Part-Time Status
Institution

Status

Fall 1998
n

EKU

KSU

MoSU

MuSU

NKU

WKU

Total

Fall 2010
%

n

%

Full-Time

11001

71.4

12560

75.8

Part-Time

4401

28.6

4007

24.2

Full-Time

1632

70.9

2256

79.1

Part-Time

671

29.1

595

20.9

Full-Time

5987

72.5

5733

64.8

Part-Time

2276

27.5

3109

35.2

Full-Time

6806

76.4

7531

72.3

Part-Time

2097

23.6

2885

27.7

Full-Time

7848

66.5

10712

68.0

Part-Time

3951

33.5

5036

32.0

Full-Time

10641

71.5

15049

72.0

Part-Time

4241

28.5

5854

28.0

Full-Time

43915

71.3

53841

71.5

Part-Time

17637

28.7

21486

28.5

Additional data that potentially related to an increased focus on non-traditional
students, enrollment in distance learning courses, were included in the data collection.
The enrollment figures for distance learning courses at each of the six comprehensive
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universities for the fall of 2005 and the fall of 2010 were provided by the CPE and are
presented in Table 10. Data for the span of 1998 through 2003 were not available from
the CPE and therefore data for the first year available, the fall of 2005, were used. All of
the institutions realized an increase in the percentage of distance learning courses offered
during these five years, ranging from 50.0% (MuSU) to 225.5% (NKU).

Table 10
Distance Learning Courses
Institution

Fall 2005

Fall 2010

% Change

EKU

321

569

77.3

KSU

40

95

137.5

MoSU

237

490

106.8

MuSU

196

294

50.0

NKU

102

332

225.5

WKU

302

793

162.6

Total

1198

2573

114.8

Additional data were collected from the National Center for Education Statistics
(2009) that provided details on the number and percentage of undergraduate students
taking distance courses in academic years 2003/04 and 2007/08. Enrollment in distance
learning courses reported for the U.S. Public 4-year institutions increased from 823,000
to 1,210,000, or 47.0%, in that time period. Data available from the CPE on enrollment
in distance courses (Kentucky Council on Postsecondary Education, 2011e) did not
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specify whether the students were undergraduate or graduate and were collected during
the fall semester of the target years (2003 and 2007). The Kentucky data are presented in
Table 11 and showed an overall percentage increase of 101.6% for the similar time
period. While these data were not truly equivalent, a presentation of the two data sets and
the respective rates of percentage change over the time period pointed toward an increase
in distance learning enrollments more than double the national increase. It was expected
that the comprehensive institutions enrolled a higher percentage of students in distance
learning courses in response to the reform as emphasis was added to improving access by
Kentucky students.

Table 11
Distance Learning Enrollments - Kentucky
Institution

Fall 2003

Fall 2007

% Change

EKU

2864

4930

72.1%

KSU

584

1197

105.0%

MoSU

1939

4961

155.9%

MuSU

1969

2639

34.0%

NKU

684

2271

232.0%

WKU

3662

7597

107.5%

Total

11705

23602

101.6%

Neither the distance learning course enrollments for the recent five years nor the
comparison of nonequivalent data for four years in the middle of the targeted years are
sufficient to draw definitive conclusions. However, the presentations do suggest that
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distance learning opportunities have greatly increased for students enrolled in Kentucky’s
six comprehensive institutions in the years since the reform initiatives began at a higher
rate than enrollment in distance education nationally.
Summary of Findings
The analysis presented in this chapter was useful for the purpose of identifying
the contributions of the comprehensive universities to the goals of the Kentucky
postsecondary education reform. In answer to the question of how the six universities
supported the goals of the reform, this research identified two ways that this was
accomplished:
(1) each of the universities met or exceeded the goal of housing one nationally
recognized program of distinction, and
(2) all six institutions increased the number of bachelor’s degrees awarded.
In answer to the second research question of what types of mission change were
experienced by the comprehensive universities, there was evidence that indicated a
significant change in who was served and in various ways:
(1) enrollment and graduation of more students from outside the state,
(2) a decrease in the number of associate’s degrees awarded,
(3) an increase in the number of baccalaureate and master’s degrees awarded to both
Kentucky residents and non-residents,
(4) an increased number of available certificate and degree programs, and
(5) an increased amount of distance learning.
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Due to the complexity of the research questions and sub-questions explored in this
study, a summary of the findings is presented in Table 12. Further analysis of the
findings along with conclusions and recommendations follow in Chapter 5.
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Table 12
Summary of Findings
Data Utilized to Answer Question(s)
RQ1:
House nationally ranked Program of
Distinction

Findings

Yes, all house at least one POD

Additional collaboration/cooperation

Inconclusive, no data

Award of bachelor’s degrees increased

Sizeable increase in 4-year degrees, not
significantly different from national
increase

RQ2 Demographics:
County of origin of 80% FTFT
students

No significant change in number of
counties inside or outside region of
responsibility

Enrollment of residency

Significant increase in proportion of nonKY enrollments

Degrees awarded by residency

Significant increase in proportion of nonKY

Transfer from KCTCS institutions

No significant change

RQ2 Type of Programming:
Number of approved programs

RQ2 Type of Program Delivery:
Increase in part-time enrollment

Enrollment in distance learning

Fewer associate’s, more certificates,
bachelor’s and master’s, significant change
in number offered
No significant change in proportion of parttime enrollment
More courses offered, more enrollment but
data not representative of time period
studied
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Chapter 5: Discussion of the Findings, Conclusions, and Recommendations
The previous chapters have established the rationale for this study within the
context of higher education reform in the United States and more specifically in the
Commonwealth of Kentucky. Extensive literature was reviewed in the second chapter on
both postsecondary education reform and on the conceptual framework of Resource
Dependence Theory (RDT). The third chapter presented the research questions along
with the methods of data collection and analysis used to answer those questions. The
fourth chapter contained a presentation of the collected data and results of the analysis.
This final chapter briefly reviews the main points of the first four chapters before
addressing the findings and conclusions of the study and suggestions for further research
to expand upon those findings.
This study sought to highlight those contributions made by the six Kentucky
comprehensive universities in response to the goals of postsecondary education reform,
beginning with the Kentucky Postsecondary Education Improvement Act of 1997
(KPEIA). Through an evaluation of several measureable contributions made by those
institutions this study asked two research questions:
1. How have Kentucky’s comprehensive universities supported postsecondary
reform which began with the KPEIA?
2. What changes in mission have Kentucky’s comprehensive universities
experienced since implementation of postsecondary education reform, particularly
in regard to whom they serve and through what programs?
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Research Question 1 was answered with data illustrating that the six comprehensive
institutions supported the reform through establishment of nationally recognized
programs of distinction (PODs). Although a sizeable increase in bachelor’s degrees were
awarded, the change was not significant in relation to the national increase. Research
Question 2 was answered with data supporting a change in mission through significant
increases in the proportion of enrollment and degrees awarded to non-Kentucky residents
compared to the proportions for Kentucky residents. Additional findings which
supported mission change as a result of the reform were the increased number of
bachelor’s and master’s degree and certificate programs approved for use at these
institutions.
Discussion of the Findings
Periodic reviews have been published over the course of the past 11 years
identifying the accomplishments and the shortfalls of the Commonwealth’s higher
education sector as legislators, administrators, and faculty grappled with meeting the
established goals of the reform (e.g., Kentucky Chamber of Commerce, 2007; Kentucky
Long-Term Policy Research Center, 2007; McGuinness, 2002, 2008). Some of these
reports pointed to a lack of attention to goal-setting within the reform initiatives related to
the comprehensive universities (Hager, 2003; McGuiness, 2002, 2008; Moore, 2006). As
noted in the findings, the one specific goal (establishment of PODs) that was also tied to
additional funding was met by all six of the institutions. This substantiated the previous
Kentucky reform research findings that institutional goals that were clearly identified and
aligned with public policy (funding) were likely to receive appropriate attention and be
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accomplished (Votruba, 2006; Welsh et al., 2006). Legislators and administrators can be
reasonably confident that public universities will respond similarly to future initiatives
that provide clear and achievable goals, especially when tied to funding. One notable
caveat that must be considered is that the definition of success for this goal was not
clearly identified from the beginning. The intent behind establishment of a nationally
recognized program seemed obvious, but the ability to measure results is a vital part of
goal setting.
Of particular interest were the indicators of comprehensive universities’ mission
changes in the years since reform began, particularly those related to the residency of
students enrolled and graduated. While the intent of the reform initiatives were tied
specifically to improving the postsecondary education level of Kentucky citizens, this
study confirmed a significantly increased percentage of students served from outside the
state. Using the theoretical framework of RDT, this researcher expected that the quest for
acquisition of resources in the newly created environment would influence organizational
behavior and motivation. These institutions faced a shifting dependency relationship
with legislators, and therefore funding, by the introduction of the CPE as an intermediary.
Evidence of this was found in the data showing that the comprehensives extended their
reach into other states and countries for students. Although the number of Kentuckians
served also rose during this time, these organizations had a need to increase their resource
base (i.e., tuition dollars, enrollment and degrees produced as used for funding formulas).
The question must be asked then whether this influx of students from outside the
Commonwealth was a help or a hindrance to the overall goals of the reform? The
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students from outside the state and from other countries were not targeted by the reform
but nevertheless benefitted from the increased focus on enrollment and degree production
at the comprehensive institutions. Although not expressed as a goal of the reform, this
increased diversity within the student body afforded valuable cultural learning
opportunities as well as providing additional revenue for the local communities.
Related to this organizational response in pursuit of additional students was the
significant increase in the number of certificate, bachelor’s, and master’s programs
offered at each of the institutions. The establishment of the CPE made a substantial
change to the state’s higher education environment. One role of this coordinating body
was to oversee the development of new programs offered by the public postsecondary
institutions and the reduction of those programs deemed less viable (low enrollment, low
need, duplicative). RDT predicted that if one institution added a program the others
would follow suit. “To the extent that competition increases pressures for isomorphism,
competition might be expected to lead to more similarity in interorganizational behavior.”
(Pfeffer & Salancik, 1978/2003, p. xxv). The addition of programs was plausibly the
result of more than just efforts to stay competitive. Also influencing the creation of new
programs was a response to needs of the service region as additional credentialing gained
importance for employers and consequently for employees. It was also feasible that
individual departments and colleges within the universities added programs in a bid to
remain viable, particularly in an era of focus on productivity in higher education. The
question is raised whether the additional programming at each institution furthered the
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goals of reform or created unnecessary duplication which ultimately led to higher costs to
students.
An influx of transfer students moving from the Kentucky Community and
Technical College System (KCTCS) institutions into baccalaureate-granting universities
was expected to increase the number of Commonwealth degree-holders. The significant
reduction in the number of approved associate’s degree programs was expected as a
response to the reform that created the KCTCS to support most of the public 2-year
degrees awarded. However, the lack of change in the percentage of students transferring
into the comprehensive institutions from KCTCS schools created more questions and
areas of concern. Perhaps this new organization within the environment was perceived as
a competitor for resources (i.e., students, funding) and therefore was not supported.
Efforts in subsequent years since the reform have addressed streamlining the transfer
process and the state-wide efficiencies provided by this system are substantial. The
comprehensive institutions might have recognized, however, that the loss of students and
their tuition dollars to another institution for the first two years represented a new
dependency relationship that needed to be negotiated. It was also conceivable that the
dramatic increases in award of 2-year degrees by KCTCS institutions were the result of
reaching an untapped segment of the population who would not be likely to continue for
a bachelor’s degree.
The absence of significant results for mission change related to program delivery
presented another area of interest. Institutional actions might not have deliberately
impacted the ratio of part- to full-time enrollment but it was expected to provide an
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indication that increased emphasis was placed on recruiting and support of nontraditional students. The lack of significant change in this indicator could merely signify
an increase of both groups in equal proportion or could have been a poor choice for
measuring this type of mission change. A more troubling reason for no change for the
group overall could be that these non-traditional students did not receive the additional
recruitment and support necessary to encourage participation in higher education.
Accountability measures for the comprehensive institutions encompass students who
complete a 4-year degree within 6 years, something part-time students are unlikely to
achieve. However, it must be noted that the two universities at the outer reaches of the
state (MoSU to the west and MuSU to the east) enrolled an increased number of part-time
students for this time period. Additional research might reveal the motivation for these
two organizations that the others lacked.
The absence of significant results related to distance learning as a measure of
mission change was a function of changes to record-keeping through the years. The
results that were available signify great improvement in the availability of higher
educational opportunities for non-traditional students by the comprehensives.
Confounding the findings related to the amounts of increase was the world-wide impetus
to provide quality education via the Internet and the focus on distance learning for the
entire state found in the Kentucky Postsecondary Education Improvement Act (KPEIA).
Nevertheless, there is a growing recognition among traditional postsecondary education
providers that methods of instruction have changed and must continue to change to meet
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the demands of today’s students, and this study suggested that this was already being
addressed by the six comprehensives.
Conclusions
In summary, on the basis of the findings of this study the following conclusions
were drawn:


The six Kentucky comprehensive institutions contributed in notable ways to the
goals of higher education reform initiatives beginning with the KPEIA in 1997.



Goals set for public comprehensive institutions that are well-defined and tied to
funding are more likely to be met.



The Kentucky comprehensive universities, motivated by changes in their
environment and as predicted by RDT, reached outside the state for additional
resources (students’ tuition dollars) and changed the scope of their mission
(addition of programs).

Recommendations
As noted earlier, this study is strengthened by the use of multiple perspectives
from which conclusions were drawn. It is also limited by a lack of established measures
or previous studies to emulate, and therefore it depended on the researcher’s judgment for
selection of indicators. Additionally, any of the noted findings might have been related to
other environmental factors or suffered as a result of the selected date ranges. Further
changes can be expected in both the environment and the institutions’ responses to those
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evolutions rendering the conclusions and recommendations of this study as valid for only
the specified passage of time. Based on the results of this study, and with the previous
stipulations, the following recommendations are offered:


Policymakers should note and consider the demonstrated responses of
Kentucky’s comprehensive institutions for these first post-reform years in
order to further the goals of any planned postsecondary education reform.
Through establishment of well-defined goals and an association with
increased resource allocation, there is the likelihood that identified goals will
be met. However, a key element of goal establishment should include setting
measurable standards in advance of the implementation.



Policymakers should consider that incentives in the form of additional
resources might encourage further cooperation and collaboration between the
different organizations within an environment (i.e., KCTCS and the
comprehensive institutions). Care should be exercised to ensure that
competitive relationships are not created through any new legislation.



Policymakers should consider the potentially negative impact of conflicting
goals when designing reform initiatives. Objectives (and mandates) which are
at cross purposes should be anticipated and eliminated in order to maximize
the effectiveness of the plan.

This study also uncovered some avenues of needed future research to further the
progress made toward reform in Kentucky and to assist policy-makers from other states
contemplating similar ventures. Valuable insight could be gained by an in-depth study of
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the goal to house a nationally prominent program and the implications for the
comprehensive universities. Specifically, the tangible and intangible benefits associated
with each of the programs in relationship to the costs could help with decision making for
future goals of this nature. The current study looked only at whether the goal was met,
but the scope of those programs and their relationship to reform warrants a closer
examination.
Of particular interest for future research is the transfer rate of KCTCS students
into the comprehensive institutions. The lack of percentage change in light of the goals
of the reform is a puzzle that should be solved. Efforts to bridge the gap between
attendance at community and technical colleges and the state’s 4-year institutions have
been made throughout the time since reform (e.g., articulation of KCTCS degrees
guaranteed to meet all general education requirements for public universities). Continued
focus from the CPE is expected on this crucial step toward increasing the number of
bachelor’s degree holders in the state. Additional study of the contributors and inhibitors
to greater cooperation between the comprehensives and KCTCS, or any other factors
blocking students’ transition, could help with future state-wide strategic planning.
Although perhaps difficult to quantify, additional study of cooperation and
collaboration between the comprehensive institutions and the research institutions and
KCTCS institutions is recommended. The economies to be gained from profitable joint
programs promise to be substantial.
In conclusion, this study of the Kentucky comprehensive institutions and their
response to the goals of the sweeping postsecondary education reform provided a
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blueprint for how these types of organizations are motivated and how they respond to
changes in their environment of this magnitude. Similar institutions in similar
circumstances can be expected to respond by meeting clearly identified goals that are tied
to funding and by increasing resources through mission change to maintain or improve
their level of interdependency with other organizations in their environment.
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Appendix
County of Origin for 80% of FTFT Students 1998 and 2010
EKU
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KSU
1998
Frequency

1998
Cumulative
Percent

2010
Frequency

2010
Cumulative
Percent

Jefferson

68

29.96

Franklin

55

54.19

Jefferson

48

24.74

Franklin

40

45.36

Fayette

23

Shelby

14

64.32

Fayette

20

55.67

70.48

Shelby

12

Anderson

61.86

9

74.45

Owen

11

67.53

Owen

6

77.09

Anderson

8

71.65

Hardin

4

78.85

Warren

7

75.26

Henry

6

78.35

County
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County

MoSU

County

1998
Frequency

1998
Cumulative
Percent

County

2010
Frequency

2010
Cumulative
Percent

Rowan

92

8.18

Rowan

104

11.78

Pike

80

15.29

Montgomery

61

18.69

Jefferson

54

20.09

Carter

57

25.14

Carter

51

24.62

Morgan

42

29.9

Boyd

48

28.89

Bath

40

34.43

Floyd

47

33.07

Fleming

38

38.73
42.92

Morgan

45

37.07

Pike

37

Montgomery

43

40.89

Boyd

36

47

Greenup

39

44.36

Clark

30

50.4

Bath

37

47.64

Greenup

29

53.68

Lewis

34

50.67

Elliott

23

56.29

Fleming

33

53.6

Jefferson

23

58.89

Fayette

32

56.44

Kenton

20

61.16

Johnson

30

59.11

Lawrence

18

63.19

Mason

26

61.42

Menifee

17

65.12

Magoffin

22

63.38

Scott

17

67.04

Harrison

21

65.24

Fayette

16

68.86

Lawrence

20

67.02

Boone

14

70.44

Boone

19

68.71

Lewis

12

71.8

Knott

18

70.31

Powell

12

73.16

Martin

18

71.91

Wolfe

12

74.52

Kenton

17

73.42

Grant

11

75.76

Letcher

16

74.84

Johnson

11

77.01

Powell

15

76.18

Magoffin

10

78.14

Elliott

14

77.42

Mason

10

79.28

Perry

14

78.67

Campbell

13

79.82
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MuSU

County

1998
Frequency

1998
Cumulative
Percent

County

2010
Frequency

2010
Cumulative
Percent

Calloway

160

18.69

Calloway

161

18.66

Jefferson

79

27.92

Marshall

73

27.11

Marshall

72

36.33

Graves

72

35.46

Graves

66

44.04

Jefferson

70

43.57

McCracken

52

50.12

McCracken

68

51.45

Daviess

43

55.14

Daviess

37

55.74

Christian

37

59.46

Hopkins

24

58.52

Hopkins

24

62.27

Christian

22

61.07

Caldwell

22

64.84

Henderson

21

63.5

Union

21

67.29

Breckinridge

20

65.82

Hardin

18

69.39

Trigg

19

68.02

Henderson

18

71.5

Lyon

18

70.1

Muhlenberg

17

73.48

Fayette

15

71.84

Fulton

15

75.23

Muhlenberg

15

73.58

Logan

15

76.99

Todd

14

75.2

Trigg

13

78.5

Logan

13

76.71

Oldham

11

79.79

Caldwell

11

77.98

Fulton

11

79.26
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NKU
1998
Frequency

1998
Cumulative
Percent

Kenton

459

38.09

Campbell

277

61.08

County
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2010
Frequency

2010
Cumulative
Percent

Kenton

386

26.51

Boone

340

49.86

Campbell

291

69.85

Jefferson

107

77.2

County

WKU

County

1998
Frequency

1998
Cumulative
Percent

County

2010
Frequency

2010
Cumulative
Percent

Warren

383

19.95

Warren

477

18.53

Jefferson

255

33.23

Jefferson

435

35.43

Barren

121

39.53

Barren

165

41.84

Daviess

65

42.92

Daviess

100

45.73

Logan

60

46.04

Hardin

88

49.15

Hardin

56

48.96

Logan

78

52.18

Monroe

44

51.25

Allen

73

55.01

Butler

43

53.49

Oldham

68

57.65

Allen

41

55.63

Fayette

64

60.14

Fayette

41

57.76

Simpson

54

62.24

Simpson

39

59.79

Monroe

46

64.02

Hopkins

34

61.56

Christian

44

65.73

Edmonson

33

63.28

Bullitt

43

67.4

Oldham

31

64.9

Hart

42

69.04

Muhlenberg

29

66.41

Hopkins

42

70.67

Bullitt

28

67.86

Nelson

37

72.11

Metcalfe

27

69.27

Edmonson

34

73.43

Ohio

27

70.68

Pulaski

31

74.63

Grayson

26

72.03

Boone

25

75.6

Hart

25

73.33

Butler

25

76.57

Nelson

23

74.53

Shelby

25

77.54

Russell

23

75.73

Grayson

24

78.48

Adair

22

76.88

Metcalfe

24

79.41

Kenton

21

77.97

Franklin

19

78.96

McCracken

17

79.84
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